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ABSTRACT
A Study of Future Time Perspective and Its Relationship
To the Self-Esteem and Social Responsibility
of High School Students
(April 1977)
Jake A. Plante, B.A., Goddard College
M.Ed., University of Massachusetts
Ed . D. , University of Massachusetts
Directed by: Dr. Peter H. Wagschal
Although the study of psychology of the future has
gained increased attention in recent years, few educators
seem to have a clear understanding of how future time per-
spective relates to other major aspects of personality.
Greater consideration of "the future" in education is ham-
pered by the inconsistent use of terms, concepts and methods
of research in time perspective as well as by the lack of
adequate instructional materials. In view of the need to
explore the educational implications of future time per-
spective, this study investigated how major personality
characteristics relate to a person's belief that the future
can be shaped by choice and behavior (i.e., an active future
time orientation) versus a belief that the future will be
determined primarily by factors of fate and chance (i.e.,
a reactive future time orientation) . The study was designed
to determine whether an active orientation toward the future
vi
is related to higher levels of self-esteem and social
responsibility
.
A new conceptual framework for the study of time
perspective was developed and used to review the major find-
ings of research in time perspective, self-esteem and social
responsibility. As a result of this investigation, it was
discovered that the active-reactive domain of future time
perspective is among the most important areas of time per-
spective, yet one of the least understood. A new study
instrument, the "Future Attitudes Questionnaire" (FAQ), was
developed to measure an individual's active or reactive view
of the future.
The empirical study involved the administration of
three self-evaluation measures— the FAQ, the Coopersmith
Self-Esteem Inventory (SEI) and the Schwartz Responsibility
Denial (RD) Scale—to over four hundred public high school
students from suburban and urban social environments. Sig-
nificant correlations were found between active-oriented
scores on the FAQ and higher scores on the SEI and the RD
Scale. As a result, both hypotheses of the study were con-
firmed. The suburban and urban background of the student
sample population was controlled so as to provide an "across-
the-board" measure of association between the major study
variables
.
The positive findings of this study strongly suggest
the need for educators to give more serious consideration to
Vll
the subject of future time perspective. Several new areas
of research are recommended to guide further investigation
of the active-reactive domain of future time perspective
as well as the general dimensions of time perspective and
their relationship to reasoning and behavior. In addition,
the findings of the study are discussed in terms of their
importance to the development of new educational programs
and activities designed to increase people's active orienta-
tion toward the future, self-esteem, social responsibility
and general time awareness.
viii
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CHAPTER ONE
INTRODUCTION
Important efforts are underway today to discover how
various attitudes about the future are related to major
aspects of personality. Stimulated by society's growing
need to anticipate events, these efforts are intended to im-
prove our understanding of how people's conceptualization of
"the future" is associated with their social and psycho-
logical development.
It is of increasing interest to consider each person's
view of the future as a critical resource for the present.
Much has been made recently, notes Willis Harman, "of the
concept that it is the image of the future which is the key
to that future coming into realization . . . the power of the
image may be far greater than we have heretofore suspected"
(Goldberg, 1971)
.
If the importance of future cognition is to be under-
stood, it is essential that studies be conducted which will
provide greater insight into the relationships between
future time perspective and other major social and psycho-
logical qualities. Moreover, with data available concerning
these relationships, more effective educational programs can
be developed to increase people's awareness of the future
and its relationship to ongoing events.
1
2Statement of the Problem
There appears to be much ambiguity among researchers
today regarding the role of future time perspective in
personality development. Most of this uncertainty seems to
stem from shortcomings of a technical nature; for example,
inadequate definition of concepts and terms used in the
study of time perspective, inadequate methods of testing and
evaluation, and inadequate organization of instructional
materials. As a result, a clearer and more precise framework
for the study of time perspective is needed.
In addition to inadequate research methodology, there
appears to be a general failure among many educators to
recognize the social and psychological importance of future-
related attitudes. Therefore, greater educational under-
standing is needed of the psychology of the future and its
relationship to reasoning and behavior. For this to occur,
more serious consideration must be given to questions such
as :
1. What is time perspective?
2. What is future time perspective?
3. How do attitudes about the future relate to
major aspects of personality?
4. How does time perspective in general relate to
other major personality factors?
5. What do the findings of research in time per-
spective mean for education?
Greater educational understanding will also require
3a more effective application of major research findings in
time perspective to the educational process. Few educators
seem to have a practical knowledge of how people's attitudes
about the future can be explored productively in schools.
Therefore, on the basis of the research findings in time
perspective, it is important to develop new instructional
methods and materials which can be effectively used to help
individuals gain a more knowledgeable view of the future.
Purpose of the Study
The main purpose of this study was to examine the
relationship between the active and reactive domain of future
time perspective and levels of self-esteem and social re-
sponsibility (see "Definition of Principal Terms," p. 5).
To examine these relationships two major study hypotheses
were investigated:
Hypothesis #1. That an individual's belief that the future
is active is associated with comparatively
greater self-esteem . It was assumed that
high school students (grades 9-12) possess-
ing an active conceptualization of the future
\
would be more aware of: (1) the possibilities
for the future including their own future,
and (2) the extent to which events can be
controlled through planning, hard work,
ability and attitude. It was reasonable to
4believe that active-oriented individuals tend
to possess a richer array of personal hopes
and expectations or "future-focused role-
images" (Singer, 1974)
,
which in turn, would
positively influence their view of themselves
in the present. In addition, a greater
understanding of people's ability to deter-
mine events would in effect reinforce a
feeling that one's own actions are important,
and therefore, that one has high self-worth.
Hypothesis #2. That an individual's belief that the future
is active is associated with comparatively
greater social responsibility . It was assumed
that high school students possessing an active
conceptualization of the future would be more
aware of the extent to which: (1) the future
is shaped by occurrences of the past and
present; (2) their own actions and expressions
affect other people and society; and (3)
societal events affect the course of their
own lives. Given our society's norms of
fellowship and charity, it was reasonable to
believe that people's sense of concern for
the welfare of others is enhanced by antici-
pation of future events and their effects as
well as by an awareness of the consequences
5which their actions or inaction could have
on their own lives and the fortunes of other
people
.
Definition of Principal Terms
Three major personality factors are examined in this
study: active-reactive future time orientation, self-esteem
and social responsibility. They are defined as follows:
Active-reactive future time orientation
. Active-
reactive future time orientation is defined in this study as
the degree to which a person is future oriented and believes
that human effort and personal decision-making can have a
decisive effect on the course of future events (active)
versus how much s/he is present oriented and believes that
the future will be determined primarily by factors of fate
and chance (reactive) . A pure active outlook is comprised
of three aspects: (1) thought and concern about the future
(future orientation) ; (2) a view that many things are pos-
sible (plural); and (3) a belief that people have a "voice"
in deciding the outcome of events (volitive) . A pure reac-
tive outlook is comprised of three opposing aspects: (1)
inattention to the future (present orientation) ; (2) a non-
causal
,
incidental view of future events (random) ; and (3)
a notion of predestiny and fate (fixed). Act ive-react i vc
future time orientation is measured in this study by the
"Future Attitudes Questionnaire" (see "Development of the
6Future Attitudes Questionnaire," p. 54 ).
Although fixed" and "random" views of causality are
often regarded as occupying opposite ends of a continuum,
it is of importance to note that these views occupy a similar
point of reference in this study. This is due to the fact
that both the fixed and random views of the future tend to
de-emphasize human choice and control as factors responsible
for the outcome of many events
.
Self-esteem . For purposes of this study, self-esteem
is defined as one's concept of oneself as it relates to posi-
tive or negative judgment of personal worth. Self-esteem
is measured in this study by the Stanley Coopersmith "Self-
Esteem Inventory" (see "Selection of Instruments Measuring
Self-Esteem and Social Responsibility," p. 61).
Social responsibility . Social responsibility is
defined in this study as the degree to which one is concerned
with the welfare of others and is willing to sacrifice per-
sonal gain for social good. Social responsibility is meas-
ured in this study by the Shalom Schwartz "Responsibility
Denial Scale" (see also p. 61).
General Description
A review of literature in the areas of time perspec-
tive, self-esteem and social responsibility suggested a need
for greater empirical measurement of these qualities. On
the basis of this review (see Chapter Two)
,
testing was
7conducted to determine whether an active orientation toward
the future was related to higher levels of self-esteem and
social responsibility.
Particular attention was given in the review to
research findings in the area of time perspective. A new
conceptual framework for the study of time perspective was
developed and used to guide an analysis of major time dimen-
sions and their relationship to vital personality factors,
including other elements of time perspective.
The empirical study involved the use of three self-
evaluation measures. While existing instruments were found
to measure self-esteem and social responsibility, it was
necessary to develop a new instrument to measure the active-
reactive domain of future time perspective. Upon its com-
pletion, this series of tests was administered to approxi-
mately 400 public high school students from suburban and
urban social environments. Data was gathered and analyzed
on a threefold basis: the total population sample, active
and reactive study groups, and suburban and urban subgroups
(see Chapters Three and Four)
.
On the basis of the findings and conclusions of the
study, several new areas of research are recommended which
should increase our understanding of future time perspective
and its role in personality development. Specific recommenda-
tions are also made in areas of educational design, program-
ming and curriculum development.
8Scope
This research was limited to the general association
between people's future time orientation and their levels
of self-esteem and social responsibility. It did not attempt
to assess the causal relationship of these variables, nor
did it address issues related to cross-cultural variations
of time perspective.
The findings and conclusions of this study are re-
stricted to the northeastern portion of the nation and its
blend of regional values and philosophical considerations.
Also, they are limited to high school students from suburban
and urban social environments. As a result, the findings
and conclusions do not necessarily pertain to individuals
outside of these secondary grade levels or from other social
or cultural environments.
Significance of the Study
This study is intended to help educators gain a
better understanding of future time perspective and its
relationship to the social, psychological and educational
development of individuals. Support for this type of effort
comes from Alvin Toffler who states:
How children or young adults see their future is
directly connected with their academic performance
and, more directly, with their "experiential per-
formance"—their ability to live, cope and grow m
a high-change society (Toffler, 1974, xxiv)
.
9As a review of the literature indicates, very little
experimental research has been conducted in the area of
future time perspective as it relates to self-esteem and
social responsibility. Therefore, this study is important
for the generation of new experimental data in these areas
as well as for the development of a new conceptual framework
for the study of time perspective, a new study instrument
(i.e., the Future Attitudes Questionnaire) and a series of
practical recommendations for further research in future
time perspective.
With respect to education, this investigation appears
to hold important implications for the formulation of edu-
cational objectives, methods and materials. First, if edu-
cators seek to develop qualities of self-esteem and social
responsibility in their students and this research estab-
lishes a positive correlation between these qualities and an
active orientation toward the future, then it would seem
prudent for educators to consider future time perspective as
a major factor in the development of their educational pro-
grams. Secondly, the information produced in this study
should help to guide the development of new and more effec-
tive ways to increase people ' s general awareness of the
future. And third, this research should provide useful
information for the development of programs to correct learn-
ing problems or disabilities caused by an insufficient
understanding of time concepts.
10
This study seeks to show that the active-reactive
domain of future time perspective is fundamental to our
understanding of why one child may excel as a student and a
citizen
,
while another may not. Consider, for example, the
student who believes that the future will be more or less the
same as today. If the basis of this belief rests on either
a high degree of determinism or a lack of thought and concern
about the future, it may well have an adverse effect on the
realization of more favorable outcomes for the child and
society. Thus, a child who feels that violent conflict is in-
evitable among certain people will probably do relatively
little to prevent its actual occurrence. On the other hand,
the active-oriented child who believes that anticipation, plan
ning and hard work can make a difference may be more inclined
to take action to achieve a peaceful resolution of differences
In conclusion, this study helps to establish a theo-
retical and empirical basis for the development of educa-
tional strategies which will increase people's future time
awareness as well as other positive personality traits.
Although instruction about the future has gained a great deal
of attention in recent years, it continues to remain outside
the mainstream of public education. By identifying some of
the psychological concomitants of different future time per
spectives, this research should help to promote its accept-
ance among educators as an important subject area worthy of
greater support and development.
CHAPTER TWO
REVIEW OF THE LITERATURE
The following is a survey and analysis of the sig-
ficant findings of research related to the personality
factors which constitute the focus of this study; time per-
spective, self-esteem and social responsibility. In addi-
tion, the major areas of the empirical study are examined
on the basis of independent social factors such as age, sex
and ethnic background.
The early impetus to clarify the role of time per-
spective in human behavior came from the paper "Time Perspec-
tives" written by Lawrence K. Frank in 1939. It was not
until 1960, however, following Melvin Wallace and Albert
Rabin's extensive review and classification of the litera-
ture, that the study of time perspective gained popular
attention. During this period, both these and other related
investigations had two major impacts on the study of human
personality; (1) the recognition of time perspective as a
major research variable; and (2) the recognition of the
future as a topic of serious investigation (Monks, 1968).
Although the use of time perspective measures in
personality testing has increased in recent years, several
problems of a technical nature still muddle the research and
analysis of time perspective. First, inadequate research
11
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methods have adversely affected the reliability of relevant
data. For example, many of the classical measures of time
perspective (e.g.. Personal Life Events Test) have been
found to be inappropriate for children of varying ages un-
less alterations in the measure are performed (Lessing, 1972).
In many ways, the lack of adequate methodology is related to
a second problem, the undisciplined use of terminology
among investigators. For example, it appeared in some
studies reviewed that the concept of "future time perspective"
was being inappropriately used in place of the broader cate-
gory of "time perspective." Weaver (1969) illustrates these
problems further
:
. . . inadequate conceptual and operational defini-
tions plague the literature. For example, the terms
"time perspective" and "time orientation" have been
used interchangeably, with the meaning of neither
explicitly clear. In other instances, such broad
terms as social class and juvenile delinquency have
been used without precise meaning. Second, diversi-
fication and inconsistency of method, design and
population inhibit generalizations. For example, in
some studies "personalized life goal" was used and
in still other studies mixtures of personal and im-
personal events were used. Subjects ranged from
school children to institutionalized schizophrenics
and juvenile delinquents. Some investigations used
self-estimate for length of future span while others
counted future tense verbs. Efforts therefore to
generalize from the findings of these studies must be
considered in light of the methodological inconsisten-
cies and unclear definitions (p. 1).
It is also important to note that, while often treated
in the literature as a unifactorial measure, "time perspec-
tive" is a composite variable consisting of several different
temporal dimensions. As such, care must be taken not to
13
generalize from any one measure of time perspective (Ruiz
et al. f 1967 and Brandenberg, 1971).
In light of these problems, it is clear that greater
precision and organization must be brought to the study of
time perspective. The following material is directed toward
this aim.
Time Perspective: A Conceptual Framework
In order to provide a meaningful analysis of the
research findings, it was necessary to develop a new concep-
tual framework for the study of time perspective. The major
dimensions of this framework are presented below (see Figure
1) ; followed by definitions for the major elements of Time
Perspective and Time Orientation.
FIGURE 1
THE MAJOR DIMENSIONS OF TIME PERSPECTIVE
TIME PERSPECTIVE
Time Orientation Time Perception
Temporal dominance Time estimation
Temporal extension Time-flow sensation
Temporal integration
Optimism and pessimism
Images of the past, present and future
Internal-external locus of control
14
Time Perspective is generally recognized as an all-
inclusive term used in reference to the entire range of
temporal measures. Lewin (1951, 75) defined time perspec-
tive as "the totality of an individual's views of his psy-
chological past and psychological future existing at a
given time." In a similar manner, St. Augustine wrote:
There are three times: a present of things past,
a present of things present, and a present of
things future (Confessions)
.
Time Perspective is generally subdivided into two
major categor ies--Time Perception and Time Orientation.
Time Perception generally refers to the individual's
sense of time-flow involving relatively brief periods of
time, usually seconds and minutes (Wallace and Rabin, 1960).
Research in time perception measures a person's short-term
durational expectancies and time-telling abilities. It seeks
to answer questions such as: How well does a person estimate
the "clock time" of events? Do varying physical and mental
states affect a person's sense of duration? If so, does
time tend to pass more slowly or more quickly? In general,
studies of time perception do not measure people's extended
concepts of past and future time.
Time Orientation generally refers to factors of time
perspective in which the entire time frame of historical past
to distant future is involved. Notions of the past, the
present, and the future are used to describe conditions of
time. The basic dimensions of time orientation include.
15
temporal dominance, temporal extension, temporal integration,
optimism and pessimism and images of the past, present and
future. Although it has not traditionally been regarded as
a dimension of time orientation, internal-external locus of
control does appear to measure an important aspect of time
perspective; a person's belief in the general cause of events.
It is necessary therefore to regard the domain of internal-
external values as a major dimension of time orientation.
Temporal dominance is defined in this study as the
direction of time orientation (i.e., past or future) as well
as the degree of involvement with past, present and future
time periods. The terms "past oriented," "present oriented"
and "future oriented" generally refer to this aspect of time
orientation. Measures of temporal dominance include a
person's willingness and ability to defer gratification, to
make investments, and to plan (i.e., to have trust in the
future)
.
Temporal extension is defined in this study as the
range or length of time orientation. In other words, "the
duration of time over which an individual projects cognitions
and feelings, including plans, hopes, dreams, and reminis-
cences, into either the past or future" (Ruiz et al., 1967).
Temporal integration is defined in this study as the
degree of organization which events have within the past, the
present, or the future as well as the degree of continuity
between these time periods (Wolk, 1971). This aspect of
16
time orientation involves an understanding of the logical
progression and sequence of events including whether these
events have happened or have yet to happen.
Optimism and pessimism are generally recognized as
factors which characterize the general disposition of one's
time orientation. Optimism refers to the tendency to look
toward the favorable side of events and possibilities while
pessimism refers to the tendency to look toward the unfavor-
able or disadvantageous aspects of life.
Images of the past, present and future are defined
in this study as mental representations which correspond to
a particular period of time. Whereas the other areas tend
to outline the basic nature of a person's time orientation,
images of the past, present and future provide the substance
and detail of the temporal view. They are generally evaluated
on the basis of factors such as: quantity, complexity, real-
ism, diversity and novelty.
It is of interest to note that images of the future
are considered by many to be important forces in the develop-
ment of personal and cultural values as well as ongoing
events (Farber, 1953; Polak, 1973; and Toffler, 1974).
Cottle and Klineberg (1974, 21) suggest that "When . . .
images of the future do become part of our experience, they
may decisively influence our emotional state." The key to
"when they do" may depend however upon the degree to which
the images are endowed with a sense of reality (i.e.,
17
presentness) as well as "realizeability . " Consequently,
the more real an image of the future becomes
,
the greater
its value and effect are likely to be (McClellan, 1975, 2).
Internal-external locus of control is generally used
in reference to a person's philosophy regarding the forces
responsible for the outcome of events (Strickland, 1972).
Rotter (1954) offers this interpretation of the internal-
external dimension of time orientation:
When a reinforcement is perceived by the subject as
following some action of his own but not being
entirely contingent upon his action, then, in our
culture, it is typically perceived as the result of
luck, chance, fate, as under the control of power-
ful others, or as unpredictable because of the
great complexity of the forces surrounding him. When
the event is interpreted in this way by an individual,
we have labeled this a belief in external control.
If the person perceives that the event is contingent
upon his own behavior or his own relatively permanent
characteristics, we have termed this a belief in in-
ternal control (p. 1)
.
On the basis of a general review of the literature
in this area, it appears that an insufficient emphasis has
been given to the future aspects of the internal-external
locus of control measure. Due to the seemingly important
need to know more about this area of future-oriented values,
the "active-reactive domain of future time perspective" was
used as a major test variable in this study (For a discussion
of the relationship between internal-external locus of con-
trol and active-reactive future time orientation, see
"Development of the Future Attitudes Questionnaire," p. 54).
18
The Interrelatedness of Time Dimensions
The following discussion outlines the most clearly
identified interrelationships among time dimensions. Con-
clusions drawn from these findings should be considered in
light of the many independent variables (e.g., age, social
status and mental health) which may affect them.
Few findings have been reported regarding the rela-
tionship between factors of time orientation and time per-
ception. What little evidence there is suggests that these
areas tend to be relatively independent of each other (Gold-
berg, 1967). It has been observed, however, that the longer
a person's future time perspective, the faster their "inter-
nal clock" or sense of time-flow is likely to be (Siegman,
1961a)
.
In the area of temporal dominance, Klineberg (1968)
reports that an individual's ability to delay gratification
(i.e., the capacity to choose a larger but delayed reward
over a smaller but more immediate one) is related to an
orientation toward the future and a sense of greater realism
about the future. It was discovered also that delay of
gratification and extension of future time perspective are
related, but only in cases involving relatively large rewards
which are delayed for a long time.
Although noting the combined value of temporal
factors, Lessing (1968) contends that, by itself, length of
19
time perspective is of modest psychological importance.
Greater temporal extension has been found, however, to be
related to an individual's ability to "create images of
absent events and believe in their validity" as well as
"integrate these symbolic representations into ongoing
patterns of action and meaning" (Cottle and Klineberg, 1974,
16) . In addition, Cottle (1973) observed that if thinking
about the distant past or the distant future is unrealistic,
it is likely to indicate greater life dissatisfaction.
These findings suggest that in order for the measure of tem-
poral extension to be meaningful, additional information
regarding the complexity, realism and integration of images
is required.
It is of interest to note that a more extended and
integrated outlook on the future has been found to correspond
to a similar outlook on the past (Goldberg, 1967 and Cottle
and Klineberg, 1974) . This suggests that past-future orienta-
tion versus present orientation may be a more useful distinc-
tion than those generally made between past, present and
future time orientation.
In the area of optimism and pessimism, a relationship
was found between greater optimism and a more integrated view
of the future (Goldberg, 1967). In addition, Teahan (1958)
reports that people with a higher degree of optimism tend
to be more future oriented (i.e., future dominant) as well as
able to project their thoughts and anticipations farther into
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the future
.
The person without hope and confidence concentrates
his attention on his immediate surrounds gaining
whatever satisfactions he can in the present
. . .
Thus optimism, or the hope that positive changes
can be expected in the future, would be intimately
related to the extensiveness of a person's plans
(Teahan, 1958, 380).
In conclusion, Platt and Eisenmann (1968, 127) ex-
amined the "locus of control" dimension and discovered that
internal orientation is related to a "fuller time perspec-
tive" (i.e., greater extension and future dominance).
Similarly, Shybut (1968) reports a relationship between
internal orientation and greater temporal extension (however,
significance was found with only one of the two temporal
extension measures used in this study) . Research involving
internal-external control and delay of gratification has, on
the whole, been inconclusive.
The Social and Psychological Correlates
of Time Perspective
The following analysis of the social and psycho-
logical correlates of time perspective has been arranged
according to the social and psychological conditions de-
scribed. Four general areas of research are investigated:
(1) sociological factors including socioeconomic status,
ethnic background, age and sex; (2) psychological factors
including intelligence, need achievement, anxiety and psycho-
pathological disorders; plus, the two major variables of
this empirical study; (3) self-esteem and (4) social
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responsibility
.
Socioeconomic Status
Although controversy surrounds the literature in
this area
,
the related findings indicate that time perspec-
tive does vary among individuals according to their standard
of living
,
social status and level of opportunity.
In contrast to the typical American concern for
future planning, lower socioeconomic status (SES) individuals
are more inclined "to emphasize present time and present con-
cerns over the requirements of either past or future"
(Schneiderman
, 1964, 16). Also, in addition to being less
willing or able to delay gratification and plan for the
future (Le Shan, 1952 and Brim and Forer, 1956)
,
lower SES
individuals tend to have a less systematically ordered out-
look on the future (O'Rand and Ellis, 1974) as well as
greater propensity to regard external agents, not internal
factors, as the more powerful forces governing their future
(Battle and Rotter, 1963 and Gurin et al
. ,
1969).
While the reciprocal effects of social environment
and "self" are acknowledged in the literature, the tendency
for social conditions to influence temporal psychology has
received greater attention and verification. For example,
O' Rand and Ellis (1974) specify three major social factors
underlying the previously cited relationships between lower
SES and time perspective: (1) sensory (or biological) depri-
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vation; (2) social learning and (3) expectancy levels.
Together these social constraints on personality develop-
ment appear to create a social condition similar to what
Lewis (1966) titled "the (sub) culture of poverty"—a "design"
for living that serves as an adaptational response to un-
favorable conditions. For Cottle and Klineberg (1974, 183),
this so-called lifestyle represents "an effort to cope with
the feelings of hopelessness and despair that come from
realizing the improbability of achieving success in terms
of the values and goals of the larger society."
In the debate over how much importance should be
assigned to the individual's role in "the culture of poverty"
and how much to external social forces, Lewis (1969) takes
a "blame-society" position and concludes:
... in the long run the self-perpetuating (in-
ternal) factors are minor and unimportant as
compared to the basic structure of the larger
society (p. 192 )
.
On the other hand, Banfield (1968) takes a "self-
blame" position:
Extreme present-orientedness , not lack of income or
wealth, is the principle cause of poverty in the
sense of "the culture of poverty." Most of those
caught up in this culture are unable or unwilling
to plan for the future, to sacrifice immediate
gratification in favor of future ones, or to
accept the disciplines that are required in order
to get and to spend ... No doubt there are also
people whose present-orientedness is rationally
adaptive rather than cultural, but these probably
comprise only a small part of the hard-core
poor (pp. 125-6)
.
And another view is offered by Le Shan (1952):
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In the lower-lower group there seems to be a cir-
cular phenomenon at work. The parents' trainingis inconsistent because of their inability to workfor long-range goals, and this prevents them frombreaking out of the economic trap they are in.
Economic pressures further decrease stability.
Children who go through this training will also
emerge unable to work for long-range goals and so
on (p. 591)
.
Regardless of the underlying reasons for their em-
phasis on present time, the findings indicate that the suc-
cess values (i.e., valuing achievement) of lower SES indi-
viduals will not necessarily be impaired (Nisan, 1972)
.
Nisan (1972) notes however that greater temporal extension
can be instrumental in helping some individuals to achieve
better control of the environment, even when objective con-
ditions do not warrant such expectations. On the other
hand, it has been discovered that greater temporal extension
may lead among some lower SES individuals to a decreased
rather than increased aspiration level suggesting that the
future has, in this case, merely become an emotional outlet
for present frustrations (Nisan, 1973). It appears therefore
that under certain circumstances, present orientedness may be
interpreted as a "sign of health" (Schneiderman , 1964)
.
Lewis (1969) warns, however, that although a middle-class
orientation toward the future may be irrelevant--and perhaps
counterproductive to some (Schneiderman, 1964) —this should
not deter us, as a society, from efforts to meet the special
needs of individuals, many of whom may benefit from greater
emphasis on future time.
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Finally, it is of interest to note that although
elements of their lower-class backgrounds remain, the
attitudes of upwardly mobile lower-class youth begin to more
closely match the middle-class pattern of temporal outlook
(O' Rand and Ellis, 1974 ).
These findings suggest that people tend to adopt
a set of value preferences best-suited to the realities of
their social environment. Therefore, while success in the
larger society seems to depend upon a future-oriented out-
look, lower SES individuals appear to be affected more by
unfavorable social conditions which offer them few meaning-
ful opportunities than by a general emphasis upon present
concerns
.
Ethnic Background
Major variations in time perspective are reported
in the literature between different ethnic groups. For
Black and White adolescents, Rochelle Wolk (1971) found dif-
ferences in nearly every area of time perspective:
Results indicated that the black children performed
with significantly less future orientation than did
their white peers. They demonstrated significantly
less extension into the future, were significantly
less organized with regard to anticipated future
occurrences, anticipated significantly fewer future
possibilities, and expected significantly fewer
positive things to happen to them. Black subjects
felt themselves moving with less rapidity into their
futures than did their white peers, although they
felt their futures lay temporally closer, suggest-
ing that they expected fewer status and role changes
in their futures than did whites. Significantly
25
more blacks than whites anticipated failure in
school
,
and the attainment of low status occupa-
tions. Clearly, the black subjects felt the road
to upward mobility restricted educationally and
occupationally, not because they were poor, butbecause they were black (p. 6272).
In accordance with these findings, other studies
have shown that Black adolescents tend to be more present
oriented (Gurin, et al
. , 1969), more external (Cross and
Tracy, 1971), and less willing to delay gratification
(Zytkoskee et al.
, 1969).
There appears to be no sufficient evidence to
support the notion of a physiological or genetic basis to
varying time perspectives (Gilliland et al
. ,
1946 and Wallace
and Rabin, 1960) . The observed differences of time perspec-
tive among ethnic groups have generally been attributed to
the relative degree of acceptance and assimilation of these
groups into the larger society. For example, Poussaint
(1974) describes the effect which the discrimination of
Black people in this country has had upon the future time
perspectives of Black children:
In the United States, it is undoubtedly the color-
caste system that is the most decisive element in
the black child's perspective on his future . . .
Undoubtedly, if a child is told time and time again
that he is ugly, he will come to view himself as
such and may, in fact, form a future identification
reinforcing that very image (Poussaint, 1974, 57).
Developmental Stages
Studies in this area of time perspective have shown
that an individual's ability to experience and estimate time
2 6
evolves with age (Fraisse and Vautery, 1952 and Monks, 1968).
Although the specific rate of development will vary from
individual to individual, major stages of temporal cognition
have been discerned (Ames, 1946 and Piaget, 1955).
The following discussion of the developmental stages
of time perspective is organized on the basis of three age
levels: infancy (to age 4), childhood (ages 5 to 9) and
adolescence (age 10 to adulthood)
.
Infancy . In 1946, Ames conducted a detailed study
of the development of time perspective in infants and child-
ren. The findings of this research indicate that the young
infant lives in the present with little, if any, apprecia-
tion of past or future. Piaget (1955) attributed this lack
of an extended, objectified concept of time to the infant's
egocentricity and inability to clearly distinguish between
the external world and himself.
Ames (1946) suggests that the initial stage of time
awareness occurs during 18 to 24 months when the infant
begins to project into the future and to develop a sense of
rhythm and timing as well as an ability to "wait" (i.e.,
"not now"). In addition, McClelland (1958) observes that
the lack of time discrimination at this age increases the
intensity and persistance of the infant's emotional experi-
ences, pleasant and unpleasant, as there is no anticipation
of their ending.
Though still living very much in the present at this
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age, the development of words denoting future and past time
begins (Ames, 1946). in general, words used to denote
present time precede words denoting future time, which in
turn, precede words denoting past time. At this stage, the
latter two tenses are often used inaccurately (Ames, 1946).
From 30 to 36 months, a gradual expansion of the time
horizon occurs, with particular emphasis on the future
(Fraisse, 1963). At the same time, greater motor control
is developed, increasing the child's ability to wait (Croly
and Degand, 1913)
.
Ames (1946) reports that more new time words come
into use between 30 and 36 months than any other interval.
Furthermore, there still tend to be more different words for
expressing the future than for the past. By age four, how-
ever, expressions representing past, present and future time
are used to an equal extent, all in a more precise and re-
fined manner.
Orme (1969) states that while these stages of
development may be a useful guide, they should not be taken
too rigidly:
An important observation of Ames ' is the existence
of marked individual variation in children's
development of the sense of time. These varia-
tions moreover are not necessarily due to varia-
tions in intelligence. Furthermore, variations
in familial, social, and educational emphasis on
time will naturally produce some apparent advance
or retardation in the child's handling of time
(p. 53)
.
Childhood. Both Ames (1946) and Schechter et al .
,
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(1955) observe that by age five, the child uses the days of
the week appropriately. By age six, the four seasons are
understood. At age seven, the child develops an understanding
of "years" as well as the general notion of objective and
continuous time (i.e., clock time). And by age eight,
extremes of the time span are understood and handled ade-
quately .
Although appreciation of past and future time grows
during childhood, the child continues to be primarily con-
cerned with the present (Eson, 1951 and Biagiotti, 1968 ).
Projection into the future takes place "only on those few
occasions when he is stimulated to anticipate a future
event. His conception of the past is also fairly restricted,
being limited to those experiences which he has had, but
whose consequences are still pending" (Wallace and Rabin,
1960, 217). In addition, Lessing ( 1972 ) suggests that
greater temporal extension in childhood may be related to
a lower level of life satisfaction.
When the present finding of significantly longer
protension in unhappy than in happy children is
compared with the earlier Klineberg ( 1967 ) and
Lessing ( 1968 ) findings, one is led to stress the
importance of experienced unhappiness in stimulat-
ing the young child '^s escape into fantasies of
the distant future (Lessing, 1972 , 464 ).
Adolescence . The years from childhood to adoJesi once
and early adulthood are characterized by a growing concern
for distant future events (Klineberg, 1967). During this
period, the individual begins to assume a social role which
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is predominately future oriented and which demands a weaken-
ing of attachments to the past (Cottle, 1973 ). In a study
with 10 to 12 year olds, Klineberg ( 1967 , 507 ) found that
"as adolescents become increasingly concerned with their
future adult responsibilities, a realistic perspective on
the future emerges."
As part of this growing interest in the future, the
adolescent gradually develops a more objective and factual
attitude regarding time (Monks, 1968 ). In research with 14
to 21 year olds, Monks ( 1968 , 111 ) discovered an "increasing
interest for the general future, which is not only concerned
with the future of the particular individual ..." Further-
more, the adolescent develops a better understanding of the
need to delay many actions and gratifications (Mischel and
Metzner, 1962 ), and of how prior actions influence subsequent
events (Strickland, 1973 ). In relation to this later finding,
Strickland ( 1973 ) reports that internal orientation tends to
increase with age.
With regard to other areas of time perspective, the
adolescent learns to estimate time intervals more accurately,
a function that should also continue to improve with age
(Gilliland and Humphreys, 1943 ). And finally, there is a
growing recognition of the relationships between past , pi e
sent and future events as well as greater awareness and
appreciation of history, including the realization that lite
existed before one's birth and will continue on after one's
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death (Fraisse, 1963 and Cottle, 1973).
Male and Fema le 1
i
t Ives
Major variat ions have been reported in the time
perspectives of males and females. Perhaps the most strik-
ing differences are found in the area of images of the
future where the long-term outlook of females has been shown
to be less complex, detailed and differentiated (Ezekiel,
1968 ; Monks, 1968; and Brannigan and Tolor, 1971). In
addition, males have been shown to plans their lives sig-
nificantly farther into the future than their female peers
(Brim and Forer, 1956 and Lessing, 1968) as well as to
"tolerate the ambiguities and uncertainties of the future"
better than women (Cottle and Klineberg, 1974, 122). However,
Mischel (1961) reports no significant difference in the male
and female preferences for immediate or delayed reinforce-
ment .
As do most, Bart (1974) contends that social status
factors such as sex- typing and low role expectancies
women in this society are the principal reasons for varia-
tions in male and female time orientation.
The failure to encourage independence and to wide
the range of possibilities open to women produces
a fatalism and passivity that flies in the face oi
all the educational rhetoric about producing re
sourceful, self reliant and hope-filled people for
tomorrow (Bart, 1974, 42).
With regard to other related findings, Douvan and
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Adel son (1966) di I in their study with ovei
subjects that, adolescent women were less realistic reg
the future than heir male counterparts with a
exception being < i proportion of women possessing long-
term occupational g ! 3. Similarly, Cottle and Klineberg
(1974) found th 'valuing achievement" is associated by m<
n
with expectati ons of important future events in their lives;
whereas with wonon u luevement was related to more wishful
projections of p' r >h I events in the future. They emphasize
however that
:
Teenage girl are clearly not retarded in their ac-
quisition of the cognitive abilities necessary for
logical and real 3 tic conceptions of future pos-
sibilities. They have differed from boys primarily
in the fact that they have been less consistently
compelled by the demands of their social role to
make a careful and considered examination of their
future prospects. Indeed, they have usually been
forced instead to Indulge in romantic fantasies of
future fulfil Iment at the very time when boys find
themselves pressed to make difficult decisions on the
basis of their expectations of the future. The con-
trasting degree to which a clear sense of realism
characterized tlx i r images of the distant future is
a consequence 1 of these sex-role distinctions. As
such distinct Lor: fade, one would expect sex dif-
ferences in adolescent conceptions of the future to
fade as well (Cottle and Klineberg, 1974, 100-1).
In their research with college students, Brannigan
and Tolor (1971) found females to be generally more external
oriented than males. Consistent with this finding, vi Les
(1975) reports in a study involving elementary and secondary
school students that females tend to be more internaJ ori-
ented than males prior to 9th and 10th grade when this ( ’oixli
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tion is revere nd males become more internal orient'd.
Even though there tend to be major sex differences
in time orientation, Cottle and Klineberg (1974) the
point that ours is a future-oriented culture where oth men
and women have been taught that all activity is directed
primarily toward the future. In an even more forceful
manner, Israeli (1932) and Farber (1953) suggest that the
current mood of le in this society is not only influenced
by their images of the future, but that these images tend to
have greater influence on their condition than past experi-
ence or the presen situation itself.
In conclusion, Cottle and Klineberg (1974, 122)
report that "men appear deeply alienated from their
and possibly from their present as well." Thus, wha i- males
in this society may gain from greater temporal extension
and images of the future, may be offset by a relative Jack
of temporal integration, including less sensitivity
present
.
Delinquent Statu ;
The findings of research in this area indicafe i nit
social delinquency is associated with various "impairments"
of the temporal view (Orme, 1969 and Barabasz , 'd
example, nondelinquents (i.e., more socialized individuals)
tend to be more future oriented (Davids et al., 1962)
and to
hold a more extended view of the future than
delinquents (i.e
criminal offenders) (Le Shan, 1952 ; Barnrlt and Johnson
,
1955; and S legman, 1951a)
In their controlled study with 200 adolescents,
Stein, Sarbin and Kulik (L968) described non
more social ized individuals . . . who are I 5 r>s in
conflict with society and its social order. These
individuals are more likely to accept and inte
grate the various aspects of the common social
order, including the goals and social, scheduling,
into their cognitive temporal system (p. 263)
.
The results of their study show that nondel inquents
tend to have a m complex and d' if - < Led <
future as well as 1 mor< Integrated vi >asl , present
and future time than delinquents. Also,
that nondelinquents generally ascribe to personal
which are more closely related to those held in high esteem
by the 1 y such as a college education, mai ri *ge
and childi And finally, nondelinquents were shown to have
a greats
i
ability t< face rather than to avoid uni
realities and anticipations. On the other hand, the de-
linquent role tended to be characterized by
•
a "philosophy" of chanciness and magic rath i
than a relatively definite structure, as well
as having things come easily and quickly rathei
than through hard work and delayed reward (Stem,
Sarbin and Kulik, 1 968 , 262) .
In terms of time perception, delinquents appear to
be less accui ite in ! h< esl Lmat< s of
' he
than nondel inquents (Siegman. 1966 and Robins
Siegman (19(
appear
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longer to delinquents than they do to nondelinquents" sug
gesting that time may pass more slowly for them. in addi-
tion, delinquents seem to engage in fantasy behavior (i.e.,
imaging) less frequently even though their need for sensory
stimulation may be greater. Siegman (1966, 325) concludes
therefore that "empty time intervals are likely to appear
'emptier' to delinquents than they do to others." In view
of these findings, it appears that time perception is an
important factor in social delinquency, including as it may,
the delinquent's often cited inability to tolerate boredom.
The findings of research in, the area of political
activity and time perspective have been inconclusive.
For example, Toban (1970) found a significant relationship
between militant protest and longer personal future time
orientation whereas, in a parallel study, Lessing (1971)
found little correlation between these factors. It has been
suggested however that greater social and political activism
is associated with internal orientation (Gore and Rotter,
1963 and Strickland, 1965).
Intelligence, Academic Performance
and Need Achievement
A perusal of the literature in these areas suggests
that factors of time perspective are related to academic per-
formance and achievement motivation (i.e., need achievement)
(Teahan, 1958 and McClelland, 1961) but relatively independent
of intelligence (IQ) (Stein, Sarbin and Kulik, 1968; Nowicki
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and Roundtree, 1971; and Barabasz, 1973). It is of interest
to note however that higher intelligence has been reported
to be related to greater extension of future time perspec-
tive (Vincent and Tyler, 1965) as well as greater ability
to delay gratification (Mischel and Metzner, 1962). Further-
more, Landau (1976) observed that while high intelligence
individuals (age 9 to 15) tend to hold a more extended view
of the future, they also tend to be more pessimistic and
anxious about the future than individuals with average intel-
ligence .
Findings in the area of academic achievement indicate
that high achievers tend to possess a more realistic and less
"exaggerated" outlook on the future (Toban, 1970) as well as
greater optimism (Gough, 1953) . In a study with junior high
school students, Teahan (1958) found that high academic
achievers also tend to hold more extensive future time per-
spectives than low achievers. Characterizing the future time
orientation of high achievers as "long-range or foresight-
ful" and low achievers as "short-range or emergency,"
Teahan (1958) states that:
. . .
while continued and concentrated effort and
attention to school subjects may be tedious and
boring to the low achiever, these chores to the
high achiever may represent meaningful subgoals on
a time continuum in which the final end is even-
tual vocational success (p. 380)
.
Greater temporal extension also appears to be as-
sociated with high need achievement which has, as part of
its scoring definition, long-term consideration of
educational
36
or occupational goals (McClelland, 1961). Siegman (1961a,
470) suggests therefore that need achievement may be "one of
the sources of future time perspective." In addition, high
need achievers tend to be more future oriented, better able
to defer gratification and more internal oriented (McClelland,
1961; Crandall et al
. , 1965; and Nowicki and Strickland,
1973)
.
With regard to time perception, Knapp and Garbutt
(1958) found that high need achievers are more acutely aware
of the rapid passage of time. This suggests that high need
achievers tend to see time more as a competitive force which
requires careful control and use.
What evidence there is . . . does fit the picture
of a man hurrying forward with his attention
focused on the more distant future so that present
time seems to be slipping past him rapidly . . .
(McClelland, 1961, 329).
Anxiety, Psychopathological Disorders
and Special Conditions
Schizophrenia, depression, suicidal potential and
extreme anxiety are among the psychological disorders reported-
ly related to an impairment of the temporal process. The
following is a look at the influence which these disorders
have on various aspects of time perspective.
Anxiety . In his study entitled, "Anxiety: The Dread
of a Future Event," Kraus (1967) maintains that "the future
has great practical value to our understanding of anxiety.
Calling it a "warning device or signal" for the individual
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that allows for change when physical tension reaches a
critical level, Kraus (1967) defines anxiety as:
the psycho-physiological feeling tone associated
with fear of the occurrence of an event, fear of
something about to happen, rather than fear that
something has happened (p. 88).
Among the major findings in this area, Siegman (1961b)
discovered that increased anxiety is related to greater
extension of future time perspective. This suggests that
as one's "psychological life space" is extended farther into
the future greater uncertainty results, producing a higher
level of anxiety. On the other hand, Rychlak (1972) found
that highly anxious individuals tend to be preoccupied with
the present or immediate past. In view of these seemingly
contradictory findings, Cottle and Klineberg (1974) offer
the following explanation:
The onset of anxiety clearly presupposes the anti-
cipation of future events, and moderate anxiety
may well facilitate the expansion of the scope of
integrated time as a person searches for ways to
control the future that he envisions. Excessive
anxiety, however, may contribute to the dissolution
of temporal integration. Images of the future may
then be robbed of their connection with the present
and hence of their power over present moods and
actions (p. 30)
.
Therefore, the relationship between anxiety and tem-
poral extension may be curvilinear in nature. If so, too
little or too much anxiety may constrict future time per-
spective while a moderate degree of anxiety may be essential
to a broad and well-integrated view of the future. For
example, in cases of criminal psychopathology, there appears
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to be a lack of anxiety, temporal integration and concern
for the future (Hess, 1973). As a result, the behavior of
the psychopath tends to be "wholly impulsive with little
evidence of a thinking process interposed between an idea and
its execution" (Cottle and Klineberg, 1974, 19). The evi-
dence therefore seems to indicate that because the psycho-
path is unable to formulate and pursue long range goals, and
is less anxiety prone, neither the realization of risk nor
external threat or promise are likely to influence his
behavior
.
In order to explain the reaction that nonpsycho-
pathic individuals have to high anxiety, Cottle and Klineberg
(1974, 23) introduce the concept of "antepression"—the
• "tendency to suppress unpleasant prospects from one's anti-
cipations of the future." Similar to Lewis' (1966) theory
of "the culture of poverty" (see p. 22)
,
antepression is
characterized by present orientedness
,
a foreshortened
future time perspective, and an inability to plan and delay
gratification. Cottle and Klineberg (1974) suggest that the
antepression response is used by individuals to lessen the
painful burden of anxiety resulting from the anticipation of
unpleasant information. Moreover, it has been observed that
temporal extension contracts during so-called "peak experi-
ences" and during periods of extreme physical stress:
If emotional energies are absorbed in present experi-
ences or deadened by fatigue, the future largely dis-
appears from consciousness (Cottle and Klineberg, 1974,
34) .
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Homesickness
. In research related to the study of
anxiety, Platt and Taylor (1967) found that homesickness is
related to a person's lack of concern about the future as
well as an inability to integrate conceptions of "present-
self" with future roles. Moreover, it was found that home-
sick individuals tend to set personal goals which are un-
realistic and therefore unattainable. As a result, the future
eventually ceases to serve as an incentive or motivating
force for those who are homesick.
Nawas and Platt (1965) suggest that the nostalgic
condition can be understood best as:
. . . a lack of "being-in becoming" rather than a
"homing instinct" or a reaction to unsuccessful
adaptation to one's surroundings. For example,
individuals who emphasize futurity in their time
perspectives, or others who are characterized as
optimistic, goal-oriented, and planful are not
likely to fall victims to nostalgia. An indivi-
dual who sees his future as potentially promising
or gratifying is not likely to become nostalgic
either (p. 55)
.
Anticipations of the future appear to be "an inex-
tricable part of the meaning of present experiences" (Cottle
and Klineberg, 1974, 34). It is understandable therefore
that when people find the future difficult to envision, they
tend to give increased emphasis to the meaning and security
of past experience.
Schizophrenia . Dilling and Rabin (1967) discovered
several major differences in time perspective among schizo-
phrenic and nonschizophrenic individuals. Schizophrenics
were found to be less accurate in their time estimations,
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demonstrating a tendency to both over- and underestimate
the passage of time. In addition, schizophrenics were found
to be less future oriented (i.e., extension and dominance)
and to have greater difficulty organizing events in a co-
herent manner (Wallace, 1956 and Dilling and Rabin, 1967).
Israeli (1932, 489) characterizes the temporal
reference of schizophrenia as "autistic time" that is "out-
of-time with the world about." This suggests that the
"dreamlike" existence of schizophrenia may be compensation
for the schizophrenic's tendency to experience timelessness
or time that is motionless.
Depression . Dilling and Rabin (1967) report that
the individual in the state of depression is less future
oriented than others as well as less accurate in his estima-
tion of time. Because the depressive is inclined to greatly
overestimate the passage of time, time tends to pass extremely
slow; so slow that "it might feel as if it is always the
same moment" (Orme, 1969, 29).
In addition, Orme (1969) reports that depressives
have a less hopeful and realistic view of the future. In
comparison with schizophrenics however, depressives tend to
have a more coherent and organized view of events, although
less temporal extension.
While many relationships have been reported between
psychological disorders and external orientation, Gurin et al
.
(1969) point out that;
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• • • internal orientation may also have negative
implications. When associated with success, an
internal orientation can lead to feelings of com-
petence and efficacy. When associated with failure,
however, it can lead to self-derogation and self-
blame. In a finding that is often forgotten in
our focus on the positive aspects of an internal
orientation. Rotter (1966) notes that the relation-
ship between the internal-external control dimen-
sion and personal adjustment may be somewhat cur-
vilinear. Because of the potential intrapunitive
implications of an internal orientation, people
with extremely internal scores, as well as those
with extremely external scores, tend to be psycho-
logically less well adjusted and healthy (p. 32)
.
In view of these findings, Strickland (1973) suggests
that depression may be related to both extreme externality
and extreme internal ity. On the one hand, the external may
suffer from feelings of ineffectiveness or powerlessness.
On the other, the internal may lay excessive blame on him-
self for failure to succeed. Strickland (1973) reports
examples of this latter tendency in studies involving alco-
holics, drug addicts and manic patients.
Suicidal potential . Greaves (1971, 1020) notes that
"depression is frequently cited as a factor in suicide
attempts." It is not unusual therefore to find the symptom-
ology of depression and suicide potential to be similar in
many ways. For example, high suicide potential ("an escape
from time") has been found to be related to greater past and
present orientation as well as less variety of personal goals,
hopes and expected achievements (Israeli, 1932 and Yufit et
al
. ,
1970; 1973). Yufit and Benzies (1973) report that
suicidal patients are:
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less able to project into the future and less able
to elaborate whatever projections they do make.
At the same time, they are overinvolved, in a
generally negative way, in the past (p. 281).
et al
.
(1970) suggest that further research
is needed to determine if the lack of a well-developed future
time perspective causes individuals, in general, to be more
susceptible to suicidal thoughts and actions.
Special conditions
. Although there is a substantial
need for more precise information in this area, time per-
ception has been found to be seriously affected by the intro-
duction of various chemical agents (Wallace and Rabin, 1960)
.
In general, amphetimines produce an overestimation of time
(i.e., "time dragging"), while alcohol, tranquilizers and
narcotics produce an underestimation of time (i.e., "time
flying") (Wallace and Rabin, 1960 and Sanders and Bunt, 1971).
Furthermore, alcoholics tend to have a less coherent and
extensive future time perspective than nonalcoholics (Smart,
1968). Studies with marijuana have shown it to produce
both over- and underestimation of time. And, tests with
caffeine, thyroxin, nitrous oxide and LSD have been incon-
clusive (Wallace and Rabin, 1960 and Orme, 1969)
.
Cooper and Rodgin (1952) discovered that the temporal
process can be distorted by means of hypnosis. It is un-
clear however, whether the ability to estimate time in the
hypnotic state is affected without the use of suggestive
cues. For example, Loomis (1951) found that the independent
time estimates of hypnotics are more accurate than those of
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nonhypnotics; whereas, Casey (1966) reports no significant
difference in the time estimates of these groups. Consis-
tent with earlier findings, Aaronson (1968) used hypnotic
suggestion to discover that a speeding of time is associated
with mania, slowing it with dysphoria or tranquility, and
stopping it with schizophrenic episodes.
Sel f-Esteem
Coopersmith (Williams, 1975, 2) defines self-esteem
as "how one feels about what one is." In part, this defini-
tion embodies the notion of "self-concept:" "how one feels'
—self esteem—about 'what one is'— self concept." Although
these categories are somewhat different, both fall under the
general heading of "self-evaluation" and are, for the most
part, used interchangeably (Campbell, 1967 and Zirkel and
Moses
,
1971 )
.
In addition to the different terms and definitions
used, analysis of the literature in self-esteem is made more
difficult by the variety of methods used to measure it. For
example, Coopersmith (1959) cites three major approaches to
the measurement of self-esteem: (1) self-estimate (e.g., by
means of a questionnaire); (2) independent behavioral rat-
ings; and (3) unconscious evaluation of self (e.g., by means
of Rorschach or Thematic Apperception Tests)
.
With regard to the major findings of the research,
Coopersmith (1968) reports that people with a relatively high
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degree of self-esteem tend to be more open and expressive
individuals, more interested in public affairs and more eager
to state their opinions. They generally do not sidestep
disagreement nor are they oversensitive to criticism. They
tend to be more creative and to have greater leadership
abilities as well as greater confidence and faith in their
own perceptions and reactions. In addition to setting their
own goals noticeably higher, they tend to be more success-
ful (academically, vocationally and socially) and more
confident that they will be successful. Williams (1975)
suggests however that a child with high self-esteem may not
do well in school if he perceives the school to be unre-
sponsive to his efforts.
In addition, Gilmore (1974) reports that individuals
with high self-esteem are more powerful in social relations,
less easily influenced by others and more expectant of others
they like to reciprocate these feelings. Furthermore, they
tend to be less self-conscious or preoccupied with personal
problems, less anxious (Many, 1973) and less frequently
troubled by psychosomatic illnesses such as insomnia, fatigue,
headaches and intestinal disorder (Coopersmith, 1968)
.
In comparison, Coopersmith (1968) reports that people
with a more moderate level of self-esteem are more uncertain
about their personal worth. They tend to be more dependent
on social acceptance and more compliant with the norms and
demands of the middle class value system.
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Those with the lowest level of self-esteem have been
reported to be more discouraged and depressed than others
as well as more isolated and less able to express or defend
themselves. Also, they tend to be more preoccupied with
personal problems, more self-conscious and sensitive to
criticism, more fearful of angering others and more willing
to watch rather than become involved (Coopersmith
,
1968)
.
Among the factors which have been shown not to be
related to self-esteem are: physical attractiveness, height,
the size of family, early trauma, breast or bottle feeding
in infancy and mother's principal occupation. Furthermore,
it has been discovered that special competence in a par-
ticular area does not insure a high level of self-esteem
(Coopersmith, 1968)
.
The parents of high self-esteem children have been
found to be less permissive than other parents, providing
well-defined rules for their children's behavior as well as
high expectations for achievement. At the same time, they
tend to be more democratic and respectful of their children's
opinions. In addition, rewards are generally used as a means
of discipline rather than physical punishment or withdrawal
of love (Coopersmith, 1968)
.
With regard to time perspective, Coopersmith (1968)
reports that high self-esteem is related to greater optimism.
Furthermore, in a study with third and seventh grade students,
Roberts (1971) found a relationship between high self-esteem
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and internal orientation for both males and females.
Similarly, Shybut (1970) found that greater "ego strength"
—
the effectiveness and vitality of the self— is related to
internal orientation as well as greater ability to delay
gratification, although not to temporal extension. It
should be noted, however, that the relationship between
"self-esteem" and "ego strength" is unclear and that while
the ego strength construct has been used frequently in the
past (e.g., in the IPATs)
,
it tends to lack clarity and
definition (Herron et al., 1965).
Findings in the area of socioeconomic status indi-
cate that self-esteem and socioeconomic standing are not
related (Getsinger et al., 1972). Moreover, Coopersmith
(1968) found that children's self-esteem is only weakly
dependent upon family social position or income level:
. . . the proportion of individuals with high
self-esteem is almost as high in low social
classes as it is in the higher classes. Our
subjects tended to gauge their individual worth
primarily by their achievements and treatment
in their own interpersonal environments rather
than by more general and abstract norms of
success (p. 99)
.
The relationships between self-esteem and ethnic
background are unclear. Conflicting reports have shown that
White children score higher in self-esteem than Black children
(Wylie, 1963), others report no significant difference
(Donaldson, 1974), while yet others found the self-esteem of
Black children to exceed that of their White peers (Soares
and Soares, 1969 and Zirkel and Moses, 1971). Zirkel and
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Moses (1971) suggest that greater social activism by Blacks
m this country has produced an increase in the self-esteem
of Black children as compared with White and Puerto Rican
children stateside.
The relatively high self-concept of Negro childrenin this and other recent studies may be due to the
spreading effects of the emergent civil rights andBlack pride" movements. On the other hand, the
significantly lower self-concept among Puerto Rican
children may be attributable to linguistic-cultural
as well as social factors (Zirkel and Moses, 1971,
260-1)
.
In conclusion, there appear to be no significant
ferences in self-esteem on the basis of either age or
sex (Ketcham and Morse, 1965 and Trowbridge, 1972).
Social Responsibility
"Morality depends upon foresight"
John Platt
Regardless of whether socially responsible behavior
is the subject of research labeled "altruism," "helping,"
"sharing," "prosocial behavior" or "social responsibility,"
it involves behavior which is "oriented towards desired out-
comes for another" and "undertaken at some cost to the
initiator, with little or no gain relative to the magnitude
of the investment" (Boulding, 1974, 108). Accordingly, the
domain of social responsibility is personified by the "good
Samaritan" (Luke 10:30-37) who is considerate, sympathetic
and helpful.
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With regard to the methods used to measure social
responsibility, Krebs (1970) notes that more relationships
have been reported with the use of self-measurement devices
than with objective behavioral ratings. It has been sug-
gested that this tendency is caused by such factors as
defensive responses on self-evaluation scores and uncon-
trolled elements affecting behavioral test situations.
Among the social factors found to be related to
socially responsible behavior are: in-group association,
friendship, prior help, similar background and nationality,
and large families (Berkowitz and Daniels, 1964 and Krebs,
1970) . Krebs (1970) suggests that aside from "apparent
altruism," dependent relationships may help to explain
prosocial behavior:
. . . the more similar the potential recipient is
to his benefactor the more likely he is to elicit
altruism, unless the benefactor is in a position
of prestige. When more was given to nonfriends,
outgroupers, and members of different social
classes, it may have been because the recipients
were of high prestige, and, therefore, also
attractive (p. 294).
In addition, more socially responsible individuals
tend to be more emotionally stable as well as less aggres-
sive, argumentative and competitive. They have not been
found to be either more intelligent or more successful than
others (Krebs, 1970). And finally, Berkowitz and Lutterman
(1968) found that greater social responsibility is related
to fuller participation in community and national affairs.
suit of their relatively conventional andHowever, as a re
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conservative definition of "social responsibility," their
findings raise a major issue in the debate over what consti-
tutes socially responsible behavior; that is, the individual’s
orientation to social law and custom.
Many social theorists in this area agree that com-
pliance behavior governed by individual conscience is of
higher moral value than compliance on the basis of social
expectancies (Berkowitz and Lutterman, 1968 and Kohlberg,
1971). Sharing this belief, Kohlberg (1971; 1973; 1976)
suggests that there are three major levels and six major
stages of moral development:
I. Preconventional Level (egoistic world)
1. Obedience and Punishment (physical con-
sequences)
2. "Back-scratching" ("market place" relations)
II. Conventional Level (loyalty to authority)
3. Conformity (seeking approval of others)
4 . Law and Order (maintaining conventional
order)
III. Postconventional , Autonomous or Principles Level
5. Social Contract (individual legal rights)
6. Universal Principles (individual conscience
in accord with ethical principles)
Cautioning against overinterpretation of his work,
Kohlberg (1976, 75) stresses that his theories of moral
development are "aimed at developing moral reasoning, not
moral behavior." In so doing, Kohlberg raises another
major
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issue affecting research in social responsibility; that is,
the frequent disparity between people's reasoning and
verbalizations and their overt behavior.
In a study where eighty percent of the norms expressed
by subjects were pro social, Schwartz (1968
,
2 32) discovered
that part of "the apparent inconsistency between words and
deeds occurs because potentially pertinent norms or attitudes
are not activated when people face choices of behavior." He
suggests that the "activation" of prosocial norms depends
upon the presence of two attitudes; (1) the individual's
ascription of responsibility for the welfare of others and
(2) an awareness that one's own actions have consequences.
Furthermore, it was discovered that if other motivating
forces such as threat of punishment, hope of reward, or
counter-norms (e.g., loss of self-esteem) are of greater
personal concern, an individual will not consistently respond
in a socially responsible manner (Schwartz, 1968).
Schwartz (in press, 49) cites a number of studies
showing a positive correlation between personal "ascription
of responsibility" (as measured by the Schwartz Responsi-
bility Denial (RD) Scale) and helping behavior; for example,
everyday considerateness and helpfulness (Schwartz, 1968),
greater response of bystanders to distressed persons
(Schwartz and Clausen, 1970 and Staub, 1974), refraining from
littering in public (Heberlein, 1971) and volunteering time
for a charitable cause (Schwartz, 1974).
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In addition, Schwartz (1974, 59) suggests that
such helping behaviors may be associated with "attributing
the control of an individual's fate to internal sources."
Indeed, this relationship has been confirmed in a number of
studies (Gore and Rotter, 1963; Midlarsky, 1968; and Dweck
and Reppucci, 1973) . Although the specific relationship
between internal-external orientation and "ascription of
responsibility" (RD) has not been determined, Schwartz (1968)
comments
:
Like internal-external control which refers to
people's beliefs about how reinforcement is con-
trolled, RD is addressed to how people view the
causal relations between actions and their out-
comes. Regardless of where a person locates con-
trol over the reinforcements he receives from an
act, however, he may ascribe responsibility for
the act and its consequences toward or away from
himself (pp. 233-4)
.
Although the relationships between social responsi-
bility and time perspective appear to be untested in many
areas, it has been found that individuals preferring larger,
delayed rewards are generally more socially responsible
(Mischel, 1961). As reported earlier in the area of "delin-
quent status," findings indicate that "more socialized"
individuals hold time perspectives which are more internal,
extended, integrated and future oriented (Davids et al .
,
1962; Stein et al., 1968 and Orme , 1969).
Finally, while there appears to be no major difference
in this area among males and females (Krebs, 1970), social
responsibility has been found to increase with age (Harris,
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1957 and Kohlberg, 1976).
Summary
In view of the foregoing discussion, it is clear
that people's view of the future is likely to vary accord-
ing to their socioeconomic status, ethnic background, age,
sex, delinquent status, mental health, self-esteem and
social responsibility. Upon review of the major findings
of research in time perspective, self-esteem and social
responsibility, it appears that the theoretical foundations
for the empirical study are indeed present.
In support of Hypothesis #1 of this study (see p. 3)
,
the findings show that people with higher self-esteem are
generally more internal (Roberts, 1971), optimistic (Cooper-
smith, 1968) and better able to delay gratification (Shybut,
1970). Although the former two studies employed the SEI to
measure self-esteem, they were conducted with children
between grades one and eight. While the evidence does not
suggest otherwise , it has yet to be shown that these rela-
tionships are present with students on a secondary school
level.
Support for Hypothesis #2 of this study (see p. 4)
is found in research which suggests that more socially
responsible people are also more internal (Gore and Rotter,
1963; Midlarsky , 1968; and Dweck and Reppucci, 1973) as
well
as more capable of delaying gratification (Mischel, 1961).
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Furthermore, nondelinquents have been shown to have time
perspectives which are more internal, extended, integrated
and future oriented (Davids et al., 1962; Stein et al., 1968;
and Orme, 1969). It is important to note that while "ascrip-
tion of responsibility," as measured by the Responsibility
Denial (RD) Scale, has been shown to be related to many
socially responsible behaviors that may themselves be related
to factors of time perspective, there appear to be no studies
which directly compare the RD construct with measures of
time perspective.
This review of the literature has offered important
insights into future time perspective and its relationship
to major aspects of personality. On the basis of these
findings, there appears to be sufficient reason for which
to test the association between the active-reactive domain
of future time perspective and qualities of self-esteem
and social responsibility. Further, the goals and design
of the empirical study are recommendable in light of the
need to understand time perspective and its role in the
social and psychological development of individuals.
CHAPTER THREE
METHODOLOGY OF THE STUDY
The design and application of the research methodology
consisted of three phases: the selection and development of
study instruments; the selection of participating groups;
and the administration of study tests, including evaluation
of the scores obtained. The following is a description and
analysis of these procedures.
Development of the Future
Attitudes Questionnaire
The review of the literature indicated a need for
more improved methods of research in future time perspective
as well as a need for more effective measures of future-
related attitudes. As a result, it was necessary to develop
a new study instrument, the "Future Attitudes Questionnaire"
(FAQ)
,
for the measurement of active- and reactive-oriented
attitudes toward the future.
The FAQ (see Appendix A) was constructed and field
tested over a five month period from September 1975 to
January 1976. During this period, items of the questionnaire
were developed and tested for reliability, validity, diffi-
culty and discriminatory power.
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Item Construction
The development of the FAQ began with the construc-
tion of thirty items designed to distinguish between a
person's belief that the future can be shaped by choice and
behavior (i.e., an active future time orientation) versus a
belief that the future will be determined primarily by
factors of fate and chance (i.e., a reactive future time
orientation). Upon their completion, these items were ad-
ministered to several high school and college students. In
addition to answering the questions, the students were asked
to review the form and content of items, and if possible, to
suggest how their quality could be improved. Following this
procedure, several new items were developed while many of the
original ones were revised or eliminated as a result of in-
sufficient clarity or originality.
Another preliminary field test was arranged to ex-
amine the newly-developed series of FAQ items and to explore
the relative advantages of using either a forced-choice
response mode (i.e., agree vs. disagree) or a multiple-
factor response mode (i.e., strongly agree, agree, disagree,
strongly disagree) for the FAQ. This investigation sought
to determine whether the additional information provided
by the multiple-factor scale would be offset by the greater
ease of analysis offered by the forced-choice scale.
In order to accomplish this task, two forms of the
identical items but different response modes.FAQ, containing
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were administered over a four-day interval to over fifty
9th and 10th grade public high school students. For the
twenty-two students who completed both forms of the FAQ, no
clear differences were found between their two sets of
scores (as with all field testing of the FAQ, a respondent's
test was eliminated if any item response was missing) . In
addition, students stated no clear preference for either
response format. Therefore, because of these factors and
because of the advantages which the forced-choice scale seemed
to offer in terms of scoring and analysis, the forced-choice
"agree vs. disagree" response mode was selected for use on
the FAQ.
Following this field test, several more items on the
FAQ were revised. During this stage of questionnaire develop-
ment, particular care was taken to place items together which
were different in both form and content. In this way, an
attempt was made to maintain the relative independence of
each item and to lessen the effects which the sequence of
items might have on test scores.
Item Validity
The next phase of FAQ development involved the formal
assessment of item validity; that is, the ability of each
item to accurately represent and measure an individual's
active or reactive orientation toward the future. Validity
was determined by means of a "jury technique" in which five
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independent jurors, chosen on the basis of their knowledge-
ability in the areas of future studies and psychological
testing, were asked to assess the face validity of thirty-
four (third generation) FAQ items. The jury procedure (see
Appendix B) involved having each juror: (1) read separate
definitions of "active" and "reactive" orientation toward
the future, and (2) with the use of a formal rating sheet,
determine if agree and disagree responses for each item
represented an active or reactive orientation. Those items
which did not receive a consensus of opinion from the jury
members were eliminated from the questionnaire.
Following the first round of the validation procedure,
many non-validated or weak items were revised. Changes were
also made with respect to the "social acquiescence factor"
—
a respondent's tendency "to agree with an item regardless
of its content" (Wright, 1975, 219). In order to minimize
the effect of this testing phenomenon, an effort was made
to develop an even distribution of agree and disagree
responses on the FAQ.
Prior to the validation process, the FAQ contained
a seventy percent "agree-measures-reactive" response ratio.
Following two rounds of jury evaluation, the questionnaire
contained twenty-eight items judged to be valid as well as
a more even fifty-six percent "agree-measures-reactive
response ratio.
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Test Reliability
The reliability of the FAQ instrument was determined
by means of a test-retest procedure involving twenty-eight
students from two public high schools. The two sets of FAQ
scores, which were obtained over an 8-16 day interval, were
compared by means of the Pearson product-moment correlation
coefficient. As further contribution to the determination
of test reliability, item stability was assessed using the
"Sign Test for Matched Pairs" (Hays, 1963, 626-8). The
"Sign Test" produced z-scores to represent each item's degree
of consistency over the test-retest period. The two items
which did not achieve a .95 confidence level were assumed
to be vague or confusing, and therefore were eliminated from
the questionnaire.
A reliability coefficient of .74 was found for the
final twenty-six items of the FAQ. The means and standard
deviations for the FAQ test and retest are presented below
in Table 1.
TABLE 1
MEANS AND STANDARD DEVIATIONS OF THE
FUTURE ATTITUDES QUESTIONNAIRE (FAQ)
TEST AND RETEST FOR RELIABILITY
Arithmetic Standard
Procedure Mean Deviation
Test 6.21 3.20
Retest 5.14 2.75
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The FAQ was scored by counting one point for each
reactive response to the questionnaire. Consequently, a
score of "zero" represented a full active orientation and a
score of "26" represented a full reactive orientation. The
means for the test and retest (6.21 and 5.14 respectively)
indicate that scores were distributed predominately in the
direction of an active future time orientation (higher, more
reactive means for the FAQ were found in the formal study,
see pp. 73 and 77 )
.
The Final Form
The final form of the FAQ consisted of twenty-six
items of which sixteen tended to be general or ideological
in nature and ten more personal in nature. With regard to
the "social acquiescence factor," the completed form showed
a fifty-six percent "agree-measures-reactive" response ratio.
The results of the field testing indicate that the
items on the FAQ, having been judged to adequately represent
the active-reactive domain of future time perspective, pos-
sessed sufficient face validity. In addition, the FAQ was
shown to possess a sufficient degree of reliability within
the context of the design and objectives of this study.
The Relatedness of the Active-Reactive
and Internal-External Constructs
In view of the defined characteristics of active-
reactive future time orientation (see p. 5) and internal-
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external locus of control (see p. 17)
, there was sufficient
reason to believe that these test domains were closely re-
lated. In order to gain more specific information regarding
their degree of relatedness, twenty-nine public high school
students (grades 9-12) were administered two representative
measures seven weeks apart—first, the completed Future
Attitudes Questionnaire (A-R) and second, the Nowicki-
Strickland (I-E) Scale (see Appendix C) . A correlation
coefficient of .50 was found between these measures.
In light of this finding, it appears that the active-
reactive and internal-external constructs are related, though
not highly. It is possible to suggest several reasons for
their partial independence. First, the active-reactive con-
struct, as measured by the FAQ, appears to be related to
the area of temporal dominance (see p. 15) as well as internal-
external locus of control. It should be noted however that
nearly ninety percent of the items on the FAQ appear to be
internal-external related.
Secondly, the focus of the active-reactive construct
is on the objectified future (e.g., many items are introduced
by the words: "The future is . . ."). In contrast, the in-
ternal-external construct tends to possess a less explicit
focus on the future. As a result, it seems appropriate to
regard the active-reactive construct as a future-oriented
measure of the internal-external dimension of time perspec-
tive .
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Thirdly
,
the active-reactive attitudes measured by
the FAQ are more general or ideological in nature in com-
parison to the internal-external construct which is a more
personal measure of an individual ' s perception of the causal
relationship between behavior and reward (Rotter, 1966).
In conclusion, it can be stated that although
active-reactive future time orientation is a departure from
internal-external locus of control, its uniqueness should
not obscure the basic relatedness of these test domains.
Indeed, the .50 correlation found between the two measures
suggests that many of the social and psychological correlates
of internal-external locus of control may relate similarly
to the active-reactive domain of future time perspective.
Selection of Instruments Measuring Self-
Esteem and Social Responsibility
During development of the FAQ, an extensive search
was also being performed to find appropriate measures or
self-esteem and social responsibility. The selection of test
instruments was based on the criteria that they be self-
measurement devices which were suitable for high school
students, easily administered to groups and readily scored.
Furthermore, they must possess ample supporting data and a
positive record of independent use. In light of these con
siderations, the Coopersmith Self-Esteem Inventory was judged
to be the most appropriate measure of self-esteem and the
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Schwartz Responsibility Denial Scale to be the most appro-
priate measure of social responsibility.
The Coppersmith Self-Esteem
Inventory
The Stanley Coopersmith Self-Esteem Inventory (SEI)
has been used in a wide range of research and clinical
studies. Coopersmith (1974) reports that between 1969 and
1974 f the SEI was administered to over 40,000 children and
adults representing the entire socioeconomic spectrum as well
as many ethnic and subcultural groups.
There are three forms of the SEI. The standard
form. Form A, was selected for use in this study over
shortened Form B and adult Form C. Form A, which contains
fifty-eight items, is comprised of five subscales entitled:
general self, social self-peers, home-parents, school-aca-
demic, and lie, a subscale that serves as a test for response
honesty.
The SEI has been shown to have a .90 split half
reliability (Taylor and Reitz, 1968) and a .88 test-retest
reliability over five weeks (Coopersmith, 1967). As an
example of test validity, Coopersmith (1974) reports a cor-
relation of .63 between more positive self-evaluations
derived from a picture analysis test and higher SEI scores.
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The Schwartz Responsibility
Denial Scale
The Shalom Schwartz Responsibility Denial (RD) Scale,
formerly titled "Ascription of Responsibility," has been
found by many researchers to be a useful means of measuring
a person's level of concern for the welfare of others.
A diverse sample of 109 college students was used to
determine reliability for the original form of the RD Scale
(Schwartz, 1968). This initial version of the Scale was
found to have a test-retest reliability of .63 as well as
an internal reliability of .67 (Kuder-Richardson coefficient).
Validity was determined in several ways, including a "Prison-
er's Dilemma" game where persons possessing lower RD scores
(representing greater ascription of responsibility) had a
greater tendency to abide by norms of reciprocity and co-
operation as opposed to exploitation. In addition, Schwartz
(in press) reports that the RD Scale is related to a number
of socially responsible behaviors including a willingness
to offer reading assistance to blind children (see also
p. 50) .
Although a more recent version of the RD Scale was
used in this study, most of the twenty-eight items of this
form were taken from the original scale. Schwartz (personal
communication) reports that item analysis, involving a
variety of college and general public samples, was used to
develop the new RD Scale. In addition, the new form was
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reported to have an internal reliability of .80 as well as
^ ^^^hsr test-retest reliability than the .63 determination
for the original test form.
Selection of Participating Communities
and Students
The above series of three tests was administered
during February and March 1976 to 401 public high school
students from Westfield High School (205 students) in West-
field, Massachusetts and from Wilbur Cross (184 students) and
Hillhouse (12 students) High Schools in New Haven, Connecti-
cut. The Westfield and New Haven sites were selected because
of their capacity to provide a representative sample of
''suburban” and "urban” high school populations.
Definition of Suburban
and Urban
Although the United States Department of Commerce
does not officially classify populations on the basis of
"suburban" and "urban" status, the widely recognized dif-
ferences between the two social environments appeared great
enough to warrant their consideration as a control variable
in this study.
On the basis of United States census figures for
1970 (U.S. Dept, of Commerce, House Doc. #92-257, 1972),
"suburban" status is defined in this study as non-rural
communities within metropolitan districts or "Standard
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Metropolitan Statistical Areas" (SMSAs) that are "non-central
cities" with populations of less than 50,000. "Urban" status
is defined as SMSA "central cities" or communities with
populations over 50,000. Accordingly, the community of
Westfield (pop. 31,433) is suburban and the community of New
Haven (pop. 137,721) is urban. Both communities lie within
standard metropolitan areas.
Sample Population Characteristics
Participating students were drawn from social studies
and psychology classes at public high schools in Westfield,
Massachusetts and New Haven, Connecticut. At Wilbur Cross
High School in New Haven, all of the students in social
studies classes of seven faculty members completed the study
instruments. At Westfield High School, students were from
the social science classes of two faculty members.
In order to provide a more adequate description of
the sample population, sex, age and grade characteristics
of the student sample are presented in Tables 2, 3 and 4.
Testing and Analysis Procedures
In order to insure a uniform test procedure, the
administration of all tests was conducted or closely super-
vised by this author. In addition, testing at each site
was completed within one school day. A two week interval
separated the two test dates.
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TABLE 2
SEX DISTRIBUTION OF STUDENT SAMPLE POPULATION BY
THEIR ENROLLMENT IN THE TWO PARTICIPATING
PUBLIC SCHOOL SYSTEMS
Participating Public School Systems
Sex
Percentage in
Westfield Public
School
(N=201)
Percentage in
New Haven Public
Schools
(N= 177)
Total
Sample
Population
(N=378
)
Male 40.0 51.0 45.0
Female 60.0 49.0 55.0
Total 100.0 100.0 100.0
TABLE 3
AGE DISTRIBUTION OF STUDENT SAMPLE POPULATION BY
THEIR ENROLLMENT IN THE TWO PARTICIPATING
PUBLIC SCHOOL SYSTEMS
Age
Participating Public School Systems
Total
Sample
Population
(N=377
)
Percentage in
Westfield Public
School
(N=201)
Percentage in
New Haven Public
Schools
(N=17 6
)
14 14.0 9.5 12.0
15 23.0 20.5 21.8
16 8.5 37.5 22.0
17 40.0 27.0 34.0
18 14.0 5.5 10.0
19 0.5 - 0.2
Total 100.0 100.0 100.0
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TABLE 4
GRADE DISTRIBUTION OF STUDENT SAMPLE POPULATION
BY THEIR ENROLLMENT IN THE TWO PARTICIPATING
PUBLIC SCHOOL SYSTEMS
Participating Public School Systems
Total
Sample
Population
(N=37 9
)
Grade
Percentage in
Westfield Public
School
(N=2 01)
Percentage in
New Haven Public
Schools
(N=178
)
9 27.5 18.0 23.0
10 19.0 35.5 26.6
11 0.5 36.0 17.0
12 53.0 10.5 33.4
Total 100.0 100.0 100.0
The average grade for the total student sample was
11 .
i
t equivalent to the beginning of the Junior year in high
school. This average was obtained by assigning a mid-year
value to each grade (e.g.
,
11th grade = 11.5), multiplying
the mid-year value times the number of respondents (N) in
that grade, adding the four-grade total, and dividing by N.
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Administration of the tests was facilitated by
preassembling the FAQ, RD and SEI measures into test book-
lets by the order listed. Title sheets preceded the RD and
SEI tests to discourage students from jumping ahead and
responding to tests out of turn. Thus, an attempt was made
to minimize the test effects which might result from taking
the questionnaires together.
Test Instructions
Prior to receiving the test booklets, students were
given the following oral instructions:
"I would like you to take three surveys for me.
The purpose of these surveys is to compare the
attitudes of students in Westfield with those of
students in New Haven, Connecticut. ' (New Haven
students were told, "with students in Boston,
Massachusetts .
"
)
There is no time limit. However, I will be keep-
ing track of time and giving you a rough idea of
when you should be moving along to the next survey.
Altogether, the surveys should take you about
thirty-five minutes to complete.
The surveys should be done privately. If you have
any questions about the meaning of a word or sen-
tence, raise your hand and your teacher or I will
come and help you. Be sure to answer each question.
Undoubtedly, you will find some of the questions
tough to answer. Do the best you can and, of
course, answer each item as honestly as possible.
When you have finished, hand in your surveys and
do not disturb those who are still working. Are
there any questions?"
This set of directions was intended to guide the
test-taking process and to minimize any negative reactions
students might have to being tested. For example, in order
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to make the test process less threatening for students,
they were told that the purpose of the "surveys" (not tests)
was to compare their attitudes with those of students else-
where. As a result, it was made to appear as if their
scores would be evaluated on an out-group basis rather than
an in-group or individual basis. In addition, students
were given the choice of signing the test booklets with
either their names or initials.
Scoring
Each test was hand-scored by this author with the
aid of scoring keys. Any test which had more than one
blank or misplaced response was eliminated from considera-
tion .
In accordance with the hypothesis of this study, an
incomplete FAQ dictated the elimination of a respondent's
entire test set. A respondent's test set was also eliminated
if both the RD and SEI were incomplete. If however, only
the RD 0£ the SEI was incomplete, the two remaining tests
were analyzed accordingly.
Development and Stratification
of Study Groups
To test the hypothesis of this study, two extreme
groups were created to represent active and reactive orienta-
tions toward the future. Placement into these groupings was
accomplished by taking the most active and reactive twenty
70
percents of the total sample population.
Although the primary purpose of the research was
to examine the relationship between active-reactive future
time orientation and qualities of self-esteem and social
responsibility, analysis of the test results on the basis
of the suburban and urban backgrounds of students was judged
to be of value also. As a result, the two major study groups
were stratified on the basis of the suburban and urban
composition of the sample population. Thus, proportionately
half of the subjects in each study group were from the sub-
urban sample and proportionately half from the urban sample.
In effect, this procedure insured that the study groups
adequately represented the ratio of suburban and urban
students in the total sample population.
Once the total number of usable FAQ tests was known,
it was possible to identify the exact test scores to be used
to determine placement into the four stratified subgroups
(i.e., suburban-active, suburban-reactive, urban-active and
urban-reactive). As mentioned earlier, the most active and
reactive twenty percents of the sample population were used
to form the four suburban and urban subgroups, which
respectively, were used to form the major active and reactive
study groups. In three out of four cases, the twenty per-
cent cut-off point for the groupings did not fall between
different FAQ scores. As a result, a table of random num-
bers was employed in these three instances to select the
71
additional sample required to form groupings of precisely
twenty percent.
Following recommended procedures for the use of a
f
table of random numbers (Mosteller et al
. , 1972, 106), each
FAQ test with a borderline score was assigned a different
two-digit number from the table. Ranked in this way, tests
were chosen for use on the basis of lowest value first, next
lowest second, and so on as required. New figures were
used in each of the three applications of the table.
Analytical Procedures
Two statistical methods were utilized in this study
to analyze the test data: Pearson product-moment correlation
coefficients and t Tests. Correlation coefficients were
used to determine the test-retest reliability of the FAQ
instrument (see p. 58) as well as to determine the strength
and direction of the relationship between the FAQ and the
Nowicki-Strickland Scale (see p. 60)
.
t Tests were used to
discover if the mean scores of the various active and re-
active study groups were significantly different, and there-
fore, to confirm or deny the hypotheses of this study.
Finally, it is important to note that for all statistical
analysis, the traditional .05 significance level was used as
the basis for determining significance.
CHAPTER FOUR
PRESENTATION OF THE STUDY DATA
The primary purpose of this study was to determine
the nature and degree of relationship between an individual's
active or reactive orientation toward the future and his or
her level of self-esteem and social responsibility. To test
this set of considerations, the following two hypotheses
were investigated:
1. That an individual's belief that the future is
active is associated with comparatively greater
self-esteem.
2. That an individual's belief that the future is
active is associated with comparatively greater
social responsibility.
In addition to data related to the study hypotheses,
the following discussion of the empirical aspects of the
research includes data pertaining to the total sample popula-
tion as well as suburban and urban subgroups. Furthermore,
the results of this study are discussed in terms of their
relationship to the research findings and theoretical formula-
tions presented earlier in the review of the literature.
Judgments can be made, therefore, as to whether the data and
related findings of this study tend to support or contradict
the findings of past research. Following this discussion,
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a summary of the major findings of this study is presented.
Study Group Scores on the Future
Attitudes Questionnaire (FAQ)
The Future Attitudes Questionnaire (FAQ) was
completed by 379 students out of a total of 401 students
tested (see Table 5) . Their scores on the twenty-six item
FAQ ranged from a low of 0^ (active) to a high of 19 (re-
active) and resulted in a mean score of 7.87. Thus, FAQ
scores were distributed predominately in the direction of
an active future time orientation. It is of interest to
note however that this average score for the FAQ stands
higher (i.e., more reactive) than the averages found for the
FAQ in the pretest procedure (see p. 58).
In addition, the active and reactive study groups
which were used in testing the relationship between active-
reactive future time orientation and qualities of self-
esteem and social responsibility, are shown by Table 5 to
contain seventy-six students apiece, or twenty percent of
the sample population at each end of the FAQ spectrum. The
mean score of 3.36 for the active study group was based upon
FAQ scores ranging from 0-4 for the forty suburban-active
students and from 0-6 for the thirty-six urban-active students.
The mean score of 13.04 for the reactive study group was
based upon FAQ scores ranging from 10-17 for the forty sub-
urban-reactive students and from 12-19 for the thirty-six
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urban-reactive students.
Self“Esteem (SEI) and Social Responsibility (RD)
Scores of the Study Groups
Of the seventy-six students placed in the active
and reactive study groups, seventy-three students in each
completed both the FAQ and the Self-Esteem Inventory (SEI)
(see Table 6) . The mean score on the Sfil for the active
study group was 72.88, 18.11 points higher than the mean
score of 54.77 for the reactive study group. The difference
between the group means resulted in a "t" value of 7.44
which was significant at the .001 level. As a result,
students with an active future time orientation were shown
to possess a level of self-esteem that was significantly
higher than that of students with a reactive future time
orientation. This finding confirms the first study hypothe-
sis .
Table 6 also presents data related to the second
study hypothesis. Seventy-four students in the active study
group completed both the FAQ and the Responsibility Denial
(RD) Scale, whereas, sixty-nine students in the reactive
group did the same. The mean score on the RD Scale for the
active study group was 76.80, 6.89 points higher than the
mean score of 69.91 for the reactive study group. The dif-
ference between the group means resulted in a "t" value of
5.04 which was significant at the .001 level. As a result,
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students with an active future time orientation were also
shown to possess a level of social responsibility that was
significantly higher than that of students with a reactive
future time orientation. This finding confirms the second
study hypothesis.
In summary, an active orientation toward the future
was shown to be significantly related to both greater self-
esteem and greater social responsibility. These findings
are consistent with related research in the area of internal-
external locus of control which indicates that internal-
oriented children tend to possess greater self-esteem
(Roberts, 1971). Internal orientation has also been found to
be related to more socially responsible behaviors (Gore and
Rotter, 1963; Midlarsky, 1968; and Dweck and Reppucci, 1973)
as well as nondelinquency (Stein, Sarbin and Kulik, 1968).
Comparison of the Future Attitudes
Questionnaire (FAQ) Scores of
Suburban and Urban Students
The data provided by Table 7 indicates that of the
379 students who completed the FAQ (see Table 5) , 201 students
were from a suburban locale (Westfield, Mass.) and 178
students were from an urban locale (New Haven, Conn.). The
suburban students achieved a mean score of 7.07 on the FAQ,
.80 points more active than the average score of 7.87
achieved by the total sample population (see Table 5) . The
urban students achieved a mean score of 8.7 6 on the FAQ,
.89
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points more reactive than the average score of 7.87 achieved
by the total sample population. The difference of 1.69
points between the group means of suburban and urban stu-
dents resulted in a "t" value of 4.70 which was significant
at the .001 level. These data show that the suburban stu-
dents were significantly more active oriented than their
urban peers.
This difference in FAQ scores was also found when
a separate comparison was made of suburban and urban students
within the active and reactive study groups. As shown in
Table 7 , the suburban-active students achieved a mean score
of 2.80 on the FAQ, 1.17 points more active than the mean
score of 3.97 obtained by urban-active students. Similarly,
suburban-reactive students achieved a mean score of 12.23 on
the FAQ, 1.71 points more toward the active end of the FAQ
spectrum than the 13.94 average score obtained by urban-
reactive students. Consistent with the above findings for
the total sample population, these data show that suburban
students in the active study group were more active oriented
than the urban students in this group. In addition, sub-
urban students in the reactive group were found to be more
active oriented than their urban counterparts also.
As shown by the percentage of students in the par-
ticipating schools who come from welfare families, the socio-
economic status (SES) of suburban students in this study was
higher than that of urban students. Evidence for this is
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found in the fact that approximately ninety-four percent of
the students in the urban sample were from Wilbur Cross
High School in New Haven where nearly sixty-one percent of
the total student population come from families receiving
welfare assistance (the other six percent in the urban
sample attended Hillhouse High School in New Haven).'*' On
the other hand, less than nine percent of the students at
Westfield High School in Westfield come from families receiv-
.
. 2mg such aid. Therefore, the higher SES group in this
study, the suburban students, were found to be significantly
more active oriented than the lower SES group, the urban
students. This finding is consistent with other research in
this area which indicates that persons with higher socio-
economic status tend to be more future oriented (Schneiderman
,
1964) and more likely to consider internal factors as the
more powerful forces governing their lives (Battle and Rotter,
1963)
.
Because of the significant difference between the FAQ
scores of suburban and urban students, it was necessary to
stratify the sample in order to insure that the suburban and
urban student ratio of the total sample population was main-
^As reported in the 1975 New Haven Title I Grant
Proposal, 1,272 out of 1,878 students at Wilbur Cross High
School are from families receiving welfare assistance.
2 As reported in the 1975 Westfield Title I Grant
Proposal, 181 out of 2,100 pupils at Westfield High School
are from families receiving welfare assistance.
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tained in the study groups (see "Development and Stratifica-
tion of Study Groups," p. 69). In addition, this procedure
insured that the relationships between active-reactive future
time orientation and self-esteem and social responsibility
were true regardless of the suburban or urban social en-
vironment from which students came.
Self-Esteem (SEI) and Responsibility
Denial (RD) Scores of the Total
Sample Population
As shown by Table 8, 374 students, of whom 196 were
suburban and 178 were urban, completed the SEI. The mean
scores on the SEI for the total sample population and the
suburban and urban subgroups were; 64.39 for the total group,
63.59 for the suburban subgroup and 65.26 for the urban sub-
group. These data indicate that urban students in this
study generally scored higher in self-esteem than suburban
students. In light of the fact that the SES of suburban
students was found to be higher than that of urban students
(see p. 79)
,
this finding supports those of related research
which suggest little or no relationship between SES and self-
esteem (Coopersmith, 1968 and Getsinger et al., 1972).
Why then did the urban students generally score
higher in self-esteem? Part of the explanation may be found
in recent studies which report that the self-esteem of Black
children tends to exceed that of their White peers (Soares
and Soares, 1969 and Zirkel and Moses, 1971). While the
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findings of research in this area are not without controversy,
they do suggest that the higher percentage of Black students
enrolled at Wilbur Cross High School was a factor in the
comparatively higher self-esteem scores of the urban stu-
dents . 3
Table 8 also provides data related to scores in the
area of social responsibility. Of the 374 students who com-
pleted the RD Scale, 200 students were suburban and 174
students were urban. The mean scores on the RD Scale for the
total sample population and the suburban and urban subgroups
were; 72.83 for the total group, 74.61 for the suburban
subgroup and 70.78 for the urban subgroup. These data indi-
cate that suburban students in this study generally scored
higher in social responsibility than urban students.
Other research findings in this area suggest that
greater social responsibility is related to higher socio-
economic status (Berkowitz and Lutterman, 1968 and Krebs,
1970) . There is reason to believe, therefore, that the
higher SES of suburban students was a contributing factor
in their comparatively higher social responsibility scores
on the RD Scale.
With regard to the relationship between self-esteem
3As reported in the 1975 New Haven Title I Grant
Proposal, approximately fifty-two percent of the pupils
attending Wilbur Cross High School are Black. This compares
to a less than one percent Black student population at West-
field High School as reported in the 1975 Westfield Title
I Grant Proposal.
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and social responsibility, Schwartz (1968) reports a .04
correlation (N=71) between the RD (using the original form
of this scale) and self-esteem constructs. This low correla-
tion suggests that the RD and self-esteem constructs are
not alternative measures of the same value set (i.e., that
they are not similar constructs) . In relation to this find-
ing, a correlation coefficient of .18 (N=353) was found in
this study between the SEI and RD scores of the total sample
population (When the SEI and RD test scores of the active
and reactive study groups (N=140) were compared, a correla-
tion of .33 was found). Consistent with earlier findings,
this suggests that the SEI and RD constructs are relatively
independent. In addition, it suggests that the FAQ, which
was shown to be significantly related to both the SEI and RD
Scale (see Table 6) , tends to measure a value set that is
dissimilar to those measured by the SEI and the RD Scale
.
As a result, the FAQ does not appear to be a surrogate
measure for either the SEI or RD Scale test domains.
Comparison of the Self-Esteem (SEI) and
Responsibility Denial (RD) Scores of
Suburban and Urban Students within
the Study Groups
The data presented by Tables 9 and 10 show that for
both suburban and urban students within the active and re-
active study groups, an active belief in the future was
sig-
nificantly related to greater self-esteem as well as
greater
social responsibility.
ACOMPARISON
OF
THE
RAW
SCORE
ARITHMETIC
MEANS
ACHIEVED
BY
SUBURBAN
AND
URBAN
STUDENTS
WITHIN
THE
ACTIVE
AND
REACTIVE
STUDY
GROUPS
ON
THE
COOPERSMITH
SELF-ESTEEM
INVENTORY
(SEI)
85
0) =
3 4-1
r—4 -
03
> 4-1
O
<D
O
C HI
<u x:
®
•p S
§•
o
p
u
>1
'O
3
-P
in
0)
>
*H
4-1
o
03
&
B*
o
p
o
T)
3P
in
<u
>
•H
4->
U
Jo
|s
§ -s
“ a
u
•H
P
<U 0)
I §
4-> 0)
'5
s
u
•H
4->
<U CO
e c
x:pH
5
4-1 4-1
O 3
<U
d) T)
04 3
££
in
in
O'
i
co
co
in
co
m
CN
00
in
r-
co
c-
co
ro
C
03
42
P
3
JQ
3
in
co
in
co
ID
ID
CM
CM ID
CO CM
• •
in
in in
in
co
id
co
<r>
co
in
co
§
XI
P
D
OO
Q)
•P
o3
•P
C
03
O
•H
4-1
•H
&H
W
03
O
•H
P
in
•H
P
03
4-1
in
ACOMPARISON
OF
THE
RAW
SCORE
ARITHMETIC
MEANS
ACHIEVED
BY
SUBURBAN
AND
URBAN
STUDENTS
WITHIN
THE
ACTIVE
AND
REACTIVE
STUDY
GROUPS
ON
THE
SCHWARTZ
RESPONSIBILITY
DENIAL
SCALE
(RD)
86
87
As shown by Table 9, thirty-eight suburban students
in both the active and the reactive study groups completed
the SEI . The suburban-active students achieved a mean score
on the SEI of 73.79 while the suburban-reactive students
obtained a mean score of 54.32. The difference of 19.47
points between these group means resulted in a "t" value of
5.45 which was significant at the .001 level. As a result,
a significant relationship was found between an active
future time orientation and greater self-esteem for suburban
students in the study groups.
A total of thirty-five urban students in both the
active and the reactive study groups completed the SEI.
The urban-active students achieved a mean score on the SEI
of 71.89 while the urban-reactive students obtained a mean
score of 55.26. The difference of 16.63 points between these
group means resulted in a "t" value of 5.48 which was signifi-
cant at the .001 level. Consequently, a significant rela-
tionship was found between an active future time orientation
and greater self-esteem for urban students in the study
groups also.
Table 10 shows that the RD Scale was completed by
forty suburban students in the active study group and thirty-
seven suburban students in the reactive study group. The
suburban-active students achieved a mean score on the RD Scale
of 77.23 while the suburban-reactive students obtained a
mean score of 72.38. The difference of 4.85 points between
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these group means resulted in a "t" value of 2.64 which was
significant at the .02 level. As a result, a significant
relationship was found between an active future time orienta-
tion and social responsibility for suburban students in the
study groups.
In addition, the RD Scale was completed by thirty-
four urban students in the active study group and thirty-two
urban students in the reactive study group. The urban-
active students achieved a mean score on the RD Scale of
76.29 while the urban-reactive students obtained a mean
score of 67.06. The difference of 9.23 points between these
group means resulted in a "t" value of 4.71 which was signi-
ficant at the .001 level. Consequently, a significant rela-
tionship was found between an active future time orientation
and social responsibility for urban students in the study
groups also.
Summary of the Major Findings
This study was designed to test the relationships
between an active-reactive orientation toward the future and
two major personality factors--self-esteem and social
responsibility. As determined by the study data obtained,
the major findings of the study are as follows:
1. Students in the active study group achieved a
significantly higher mean score on the Self-
Esteem Inventory (SEI) than students in the
89
reactive study group. As a result. Hypothesis
#1 was confirmed.
2. Students in the active study group achieved a
significantly higher mean score on the
Responsibility Denial (RD) Scale than students
in the reactive study group. As a result.
Hypothesis #2 was confirmed.
3 . Both suburban and urban students within the
active study group achieved significantly
higher mean scores on the SEI than their counter-
parts within the reactive study group.
4. Both suburban and urban students within the
active study group achieved significantly higher
mean scores on the RD Scale than their counter-
parts within the reactive study group.
5. Suburban students achieved a significantly lower
(i.e., more active) mean score on the Future
Attitudes Questionnaire (FAQ) than urban stu-
dents .
6. A low correlation of .18 was found between the
self-esteem and social responsibility scores of
the total sample population (in view of Findings
#1 and #2, this suggests that the FAQ measures
a dissimilar set of values than either the SEI
or the RD Scale)
.
CHAPTER FIVE
CONCLUSIONS AND RECOMMENDATIONS
There is nothing static in this universe in which
we dwell. We can change by changing our attitudes
and patterns of behavior. In so doing, we change
our destiny. Character IS destiny.
Isabel Hickey, 1970, 5
This study has provided important information on
the subject of future time perspective and its relationship
to the social and psychological development of individuals.
In addition, it has provided important technical informa-
tion regarding the research and measurement of future-
oriented attitudes. A major contribution in this area was
the development of a new, more precise conceptual framework
for the study of time perspective. It was used in this re-
search to increase the clarity and definition of terms and
concepts in time perspective; to provide greater insight
into the various elements of time perspective including the
ways in which they are interrelated; and to provide a more
informative review and analysis of major research findings
in the areas of time perspective, self-esteem and social
responsibility
.
It is also important to note the development of the
Future Attitudes Questionnaire which was used in this study
90
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to measure the active-reactive domain of future time perspec-
Already being used by other teachers and educational
researchers, this instrument offers an example of the types
of materials which can be developed to help people learn
more about future time perspective and its relationship to
reasoning and behavior.
Conclusions
Several conclusions can be drawn from the major find-
ings and related data of this study concerning the relation-
ship between an active or reactive orientation toward the
future and levels of self-esteem and social responsibility.
These specific conclusions can be stated as follows:
1. Individuals who possess an active orienta-
tion toward the future tend to possess sig-
nificantly greater self-esteem than reac-
tive-oriented individuals.
2. Individuals who possess an active orientation
toward the future also tend to possess sig-
nificantly greater social responsibility
than reactive-oriented individuals.
3. The suburban and urban social environments
which individuals reside in do not alter the
degree and direction of the relationships
stated in Conclusions #1 and #2 above.
Consistent with Conclusion #3 above, indivi4.
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duals from a suburban environment tend to
be significantly more active oriented than
urban individuals.
Recommendations
On the basis of the findings and conclusions of this
study, it is possible to offer several recommendations for
further research and educational development. These recom-
mendations are as follows:
1. Studies should be conducted to explore the pos-
sible causal relationships between the active-reactive domain
of future time perspective and other major areas of personal-
ity as well as social factors such as suburban and urban
status and socioeconomic level. While there is a continued
need for further investigation of relationships between ac-
tive and reactive attitudes and other important personality
factors such as need achievement and anxiety, it is now im-
portant to conduct tests which seek to determine whether suc-
cessful efforts to increase active future time orientation
will result in the positive development of major personality
characteristics including increased self-esteem and social
responsibility.
2. It is important that further research be con-
ducted involving the six major dimensions of time perspec-
tive (i.e., temporal dominance, temporal extension, temporal
integration, optimism and pessimism, internal-external locus
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of control and images of the past, present and future). it
is clear that in order to gain a more meaningful understand-
ing of attitudes about the future, greater understanding is
needed of the general dimensions of time perspective and
their importance to personality development. it is also im-
portant that more information be developed concerning the
interrelatedness of the major aspects of time perspective,
including the association between the active-reactive domain
of future time perspective and internal-external locus of
control. In accordance with this aim, further comparative
testing of the A-R and I-E constructs should be performed
to assess the relative utility of each as a predictor of
other social and psychological conditions.
3. Efforts need to be directed toward improving
the methods of research used in the study of time perspec-
tive. Consistent with the theoretical framework presented
in this study, it is essential that a more systematic and
uniform approach to the examination of time perspective be
developed. Greater consistency in the design and techniques
of research, including greater precision in the use of major
terms, should promote greater understanding and application
of relevant findings in time perspective as well as greater
communication and cooperation among researchers in the field.
4. Efforts also need to be directed toward improving
the quality of test instruments used to measure future time
perspective. Major advances in test quality will require:
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(1) further examination of existing test instruments includ-
*•^9 the Future Attitudes Questionnaire so as to provide
9^®^her information on their range/ effectiveness and usabil—
ity (although further testing of the FAQ is recommended, it
is important to recognize that the average FAQ scores found
in this study have established a reliable standard upon
which new research in related areas of future time perspec-
tive can be developed) ; (2) the identification of areas of
time perspective for which insufficient methods of measure-
ment exist (e.g.
,
temporal integration)
,
and the development
of adequate test materials for these areas; and (3) the con-
solidation of these measurement devices into a comprehensive
battery of test materials in future time perspective. This
"Future Time Perspective Inventory" would serve to produce
an integrated series of test scores for all major areas of
time perspective.
5. A professional publication devoted to the sub-
ject of "time" should be developed for the purpose of col-
lecting, analyzing and circulating the leading theories and
major findings in the field. Among the valuable services
which could be provided by this publication are: (1) the
identification of prominent scientists and educators with
experience and expertise in the study of time perspective,
(2) a review of current, on-going programs of research and
education in the areas of time understanding and time per-
spective, and (3) the identification of funding institutions
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which have the capacity to support related projects.
6. Initiatives should be taken in education to in-
crease the active future time orientation of many indivi-
duals. It has been suggested in this study that certain at-
titudes toward the future are more advantageous to the in-
dividual and society than others. In light of the basic
premises of this study, many individuals appear to seriously
underestimate the degree to which they can influence future
events. As a result, they are unaware of the multitude of
possibilities which can be achieved through their own ini-
tiative, that is, through planning, hard work, ability and
attitude. (It is important to note that "active future
time orientation" does not by definition suggest non-recog-
nition of so-called "outside forces" which do exert influence
over us and our range of choices. Indeed, it may only be
through a better understanding of what these forces are
and how they affect us that we may become more sensitive to
our abilities to shape the future.) It is apparent, there-
fore, that in order to correct the overly-reactive future
time orientations of many individuals, educational programs
must be developed that will strengthen their active orienta-
tion toward the future. In view of the fourth conclusion
of this study, particular emphasis in this area should be
placed on developing programs for urban education.
It is suggested that the following educational ef-
forts be undertaken, either independently or in conjunction,
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to increase the active future time orientation of indivi-
duals :
A. To develop curriculum materials specifi-
cally designed to increase an individual's
active outlook. This process of curriculum
development would involve both a reapplica-
tion of existing materials deemed suitable
as well as the design of entirely new mater-
ials. (A learning exercise entitled "A
Parable About Ideals” is provided in Appen-
dix D as an example of a class activity in-
tended to strengthen an individual's active
view of the future.) It is hoped that these
materials would serve to facilitate a con-
scious understanding of the active-reactive
domain of future time perspective and its
implications for the individual and society.
B. To develop educational formats which are
oriented toward the values and needs of the
learner. In terms of building an active
orientation toward the future, self-directed
learning environments would be effective
in helping students learn: (1) to assume
maximum responsibility for their actions as
well as their education, (2) to give care-
ful consideration to the positive and nega-
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tive consequences of various actions, (3)
to make important decisions, and (4) to
the valuable role which error
plays in achievement.
C. To develop educational programs which en-
courage students to devote portions of
their formal training to field-related
activities (e.g., community service, ap-
prenticeships and internships, standard em-
ployment and travel) . In terms of building
an active outlook, regular periods of super-
vised field work would provide individuals
with greater opportunity to participate in
meaningful social activities—where what
is done, does make a difference.
7. Instruction in future time perspective should
be incorporated into programs of education designed to in-
crease the self-esteem and/or social responsibility of in-
dividuals. As the findings of this study suggest, higher
levels of self-esteera and social responsibility may, in cer-
tain instances, be realized more fully and more readily
through educational efforts to increase active orientation
toward the future.
8. It is important that the study of "the future"
become a more prominent part of educational programming in
the humanities and natural sciences. While there appear to
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b© many different ways to integrate time—related concepts
i-nto existing subject areas, a new area within education
future studies" is an example of how these concepts
can be presented more directly (see Appendix E for a discus-
sion of the growing role of future studies in education and
society). This new subject area involves the systematic inves-
tigation of current trends and possibilities for the future,
including the related processes of forecasting and long-
range planning.
9. The potential effects of time perspective should
be considered more fully in programs of remedial education.
Research findings in time perspective indicate that various
forms of social and psychological maladjustment are related
to imbalanced states of time perspective. It is essential,
therefore, that "time understanding problems" be considered
in remedial education including special programs for chil-
dren with serious learning disabilities (Forer and Keogh,
1971). Eventually, it is hoped that a complete package of
instructional materials in time perspective can be developed
that would provide teachers with the means: (1) to test the
framework of a child's time perspective (see Recommendation
#4, "the development of a Future Time Perspective Inven-
tory"), (2) to conduct a self-analysis of the results, and
( 3 ) to provide specific instructional aid to correct any in
tellectual or emotional problems caused by an insufficient
understanding of time concepts.
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Summary
This study was intended to provide information that
can be used to help people gain a more knowledgeable view
of the future and its relationship to ongoing events. in-
deed, several major findings were developed in this study.
Most notably
,
this study produced evidence to show that an
active orientation toward the future is significantly re-
lated to higher self-esteem and greater social responsibil-
ity. These findings leave little doubt about the importance
which active and reactive beliefs about the future have to
the social and psychological development of individuals.
In addition, this study has brought a greater degree
of organization and precision to the study of time perspec-
tive. By revealing the multi-dimensional nature of time
perspective, and by examining its qualitative as well as
quantitative aspects, this study has elevated the over-
simplified issue of "future orientation or the lack of it"
to a more meaningful and productive level. Moreover, this
study serves as strong evidence of the new and important
knowledge which can be gained from a direct and systematic
approach to the study of future time perspective.
Although psychological in content, this research was
directed primarily toward an educational understanding of
how different views of the future relate to patterns of
reasoning and behavior. Accordingly, it is hoped that the
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findings of this study can be readily and effectively ap-
plied to educational programs designed to increase people's
active future time orientation, self-esteem, social respon-
sibility and general time awareness.
As part of a growing interest in the study of the
future, this investigation has produced findings which ap-
pear to have major implications for educational research and
development. However, in the opinion of this writer, this
study will have served an important purpose if it helps
teachers to become more sensitive to the ways in which
various attitudes about the future can promote or retard
the ability of students to learn and to act on their ideals.
Valuable new insights have been gained into the
psychology of the future. By developing a more thorough
understanding of future time perspective and its role in
personality development, this study has provided a clear
view of the educational significance of future time perspec-
tive .
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APPENDIX A
STUDY TEST INSTRUMENTS:
FUTURE ATTITUDES QUESTIONNAIRE
COOPERSMITH SELF-ESTEEM INVENTORY
AND
SCHWARTZ RESPONSIBILITY DENIAL SCALE
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Future Attitudes Questionnaire
The following questionnaire Involves a list of 26 questions designed to
explore your imaga of the future.
Name School
Date Age Grade Sex: Male Female
***************
D1 rections : After reading each question, decide your personal preference and
circle the appropriate, letter. Circle "A" if you agree or tend to agree,
"D" if you disagree or tend to disagree. There are no right or wrong answers.
If, at any time, you are uncertain about the meaning of a question, raise your
hand and one of the persons who passed out the questionnaires will cone and
explain it to you privately. There is no time limit but do not linger over any
one question. Be sure to answer each question.
•
*************** Agree Disagree
1.
It doesn't help me a lot to think about the future. A D
2.
I believe that many alternatives exist for me and
that almost anything is possible. A D
3.
Our misfortunes are the result of our mistakes. A D
4,
Some people are born to be successful and others
are born losers.
5. Individuals make a considerable difference in the
course of history.
6. The future is completely unpredictable.
7. Many things happen because they are fated or
predetermined
.
8. I believe that planning is essential for making things
come about.
9.
Luck has a lot to do with the outcome of events.
10.
I believe that, by and large, the future cannot change
and that very little is possible.
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11. I live each day as it comes without concerning myself about tomorrow.
12. The future is "open" and subject to move in any number of directions.
13. I do not believe that there is a destiny or inherent fortune
• to my life.
14. My future will be shaped by forces outside of rey control.
15. Most events occur by surprise with little cause or forewarning. a
16. The future is created, more so than not, by the choices that
people make. A
17. I believe that many things (for example, meeting a certain person)
are inevitable and will surely happen. A
18. I often think about what the future will be like. A
19. Most things which happen to me are because of chance. A
0
D
D
D
D
D
D
D
D
20,
It is possible for me to influence and change the direction
of society.
. A D
21
I believe that ray life is willed and guided by a special force
or being. A D
22.
Most things which will happen to me, will be because of what I do,
or do not do. AD
23.
Contrary to common folklore, flipping a coin is not a good way
to reach decisions. A D
24. Planning does very little good because things will happen regardless. A D
25. I believe that my horoscope can predict what will happen to me. A D
26.
Choose (by circling its letter) one of the following 4 analogies
which most applies to your way of thinking:
a. The future is like the night; it eludes
our vision and cannot be seen.
c. The future is like a road; a
chartered course we journey along.
b. The future is like a tree; each branch
is a choice of direction, each leaf a
possible outcome.
d. The future is like a game of cards;
chance determines the dynamics of play
and outcome.
RESPONSIBILITY DENIAL SCALE
(c) Shalom H. Schwartz 1968
University of Wisconsin, Madison
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NAME
Each of the items below is a statement of an attitude or opinion some people haveThere are no right or wrong responses to these statements. For each item circlethe number which best Indicates the extent to which you agree or disagree ’with it
If you are not certain, answer agree or disagree according to which comes closeryour opinions.
Strongly
Agree Agree Disagree
1. If a good friend of mine wanted to injure 1 23
an enemy of his, it would be my duty to try
to stop him.
2. Failing to return the money when you are
given too much change is the same as stealing I 23
from a store.
3. I wouldn't feel that I had to do my part
In a £roup project if everyone else was lazy. I
4. If I hurt someone unintentionally, I would
feel almost as guilty as 1 would if I had 1
done the same thing intentionally.
5. Gossiping is so common in our society that a
person who gossips once in a while can't really I
be blamed so much.
a> 3
Q> 3
f) 3
6 When a person is nasty to me
,
I feel very
little responsibility to treat him well. 1
7. I would feel less bothered about leaving
litter in a dirty park than in a clean one. I
8. No matter what a person has done to us,
there is no excuse for taking advantage of him. 1
9. When a man is completely involved in
valuable work, you can't blame him if he is l
insensitive to those around him.
10. If I damaged someone's car in an accident
that was legally his fault, 1 would still feel 1
somewhat gnilty.
11. When you consider how hard it is for an
honest businessman to get ahead, it is easier 1
to forgive shrewdness in business.
12. When a person is pushed hard enough, there
comes a point beyond which anything he does is 1
justifiable
.
13. Even if something you borrow Is defective,
you should still replace It if it gets broken. 1
14. You can't blame basically good people who
are forced by their environment to be inconsld- l
erate of others.
to
Strongly
Disagree
4
4
4
4
4
4
4
4
4
4
4
4
4
4
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Strongly
Agree
15. No matter how much a person is provoked,
he is always responsible for whatever he does. 1
16. Being upset or preoccupied does not excuse
a person for doing anything he would ordinarily l
avoid.
17. As long as a businessman doesn't break laws,
he should feel free to do his business as he sees l
fit.
18. Occasionally in life a person finds himself
in a situation in which lie has absolutely no 1
control over what he does to others.
19. I would feel obligated to do a favor for a
person who needed it, even though he had not 1
shown gratitude for past favors.
20. With the pressure for grades and the wide-
spread cheating in school nowadays, the indivi- 1
dual who cheats occasionally is not really as
much at fault.
21. I wouldn't feel badly about giving offense
to someone if my intentions had been good. 1
22. Extenuating circumstances never completely
remove a person's responsibility for his actions. 1
23. You can't expect a person to act much
differently from everyone else. 1
24. It doesn't make much sense to be very con-
cerned about how we act when we are sick and 1
feeling miserable.
25. You just can't hold a store clerk respon-
sible for being rude and impolite at the end l
of a long work day.
26. Professional obligations can never justify
neglecting the welfare of others. 1
27. If I broke a machine through mishandling,
I would feel less guilty if it was already 1
damaged before I used it.
28. When you have a job to do, it is Impossible
to look out for everybody's best interests. 1
Strongly
Agree Disagree Disagree
2 3 A
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 4
2 3 U
2 3 4
Coopersmith
Self "Esteem Inventory
Form A
by
Stanley Coopersmith
University of California at Davis
1975
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Coopcrsmilh Self-Esteem Inventory
Form A - 58 items
1. I spend a lot of time daydreaming.
LIKE ME
( )
UNLIKE ME
( )
2. I’m pretty sure of myself.
( ) ( )
3. I often wish I were someone else.
( ) ( )
4. I’m easy to like.
( ) ( )
5. My parents and I have a lot of fun together. ( ) ( )
6. 1 never worry about anything.
( ) ( )
7. 1 find it very hard to talk in front of the class. ( ) ( )
8. 1 wish I were younger. ( ) ( )
9. There are lots of things I'd change about myself if 1 could. ( ) ( )
10. I can make up my mind without too much trouble. ( ) ( )
11. J’m a lot of fun to lie with. ( ) ( )
12. 1 get upset easily at home. ( ) ( )
13. I always do the right thing. ( ) ( )
14. I’m proud of my school work. ( ) ( )
15. Someone always has to tell me what to do. ( ) ( )
16. It takes me a long time to get used to anything new. ( ) ( )
17. I’m often sorry for the things I do. ( ) ( )
18. I’m popular with kids my own age. ( ) ( )
19. My parents usually consider my feelings. ( ) ( )
20. I’m never unhappy. ( ) ( )
21. I’m doing the best work that I can. ( ) ( )
22. I give in very easily. ( ) ( )
23. I can usually take care of myself ( ) ( )
24. I’m pretty happy ( ) ( )
25. I would rather play with children younger than 1 am. ( ) ( )
26. My parents expect too much of me. ( ) ( )
27. I like everyone 1 know. ( ) ( )
28. 1 like to be called on in class. ( ) ( )
29. 1 understand myself. ( ) ( )
30. It’s pretty tough to be me. ( ) ( )
31. Things are all mixed up in my life. ( ) ( )
32. Kids usually follow my ideas. ( ) ( )
33. No one pays much attention to me at home. ( ) ( )
34. 1 never get scolded.
( ) ( )
35. I’m not doing as well in school as I’d like to. ( ) ( )
36. I can make up my mind and stick to it.
( ) ( )
37. 1 really don't like being a boy - girl.
( ) ( )
38. I have a low opinion of myself.
( ) ( )
39. I don’t like to be with other people.
( ) ( )
40. There are many times when I’d like to leave home. ( ) ( )
41. I’m never shy.
( ) ( )
42. I often feel upset in school ( ) ( )
43. I often feel ashamed of myself. ( ) ( )
44. I’m not as nice looking as most people. ( ) ( )
45. If I have something to say, I usually say it. ( ) ( )
46. Kids pick on me very often. ( ) ( )
47. My parents understand me. ( ) ( )
48. I always tell the truth. ( ) ( )
49. My teacher makes me feel I’m not good enough. ( ) ( )
50. I don’t care what happens to me. ( ) ( )
51. I’m a failure. ( ) ( )
52. I get upset easily when I’m scolded. ( ) ( )
53. Most people are better liked than I am. ( ) ( )
54. I usually feel as if my parents are pushing me. ( ) ( )
55. I always know what to say to people. ( ) ( )
56. 1 often get discouraged at school. ( ) ( )
57. Things usually don't bother me. ( ) ( )
58. I can’t be depended on. ( ) ( )
From THE ANTECEDENTS OF SELF-ESTEEM by Stanley Coopersmith.
W.H. Freeman and Company. Copyright (a> 1967.
Distribution by Self Esteem Institute / 1736 Stockton Street / San Francisco / CA 94133
APPENDIX B
"JURY PROCEDURE"
ITEMS ON THE
FOR DETERMINING THE VALIDITY OF
FUTURE ATTITUDES QUESTIONNAIRE
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"JURY" FORM FOR THE FUTURE ATTITUDES QUESTIONNAIRE
Name Date
**********
As one of five independent raters chosen to evaluate
the validity of the Future Attitudes Questionnaire, would you
please
:
1. Read the following definitions of an "active" and "reac-
tive" future time orientation.
The three components of the Active perspective are:
a*. Plural— The notion that while there are many natural
laws and limitations to which life ultimately conforms,
a great deal of freedom or flexibility exists with re-
spect to the occurrence of events. Thus, many, but not
all
,
things are possible. The future is clear and un-
committed to a large degree, open, flexible, and multi-
directional .
b. Volitive--The notion that we have a "voice" in what hap-
pens. Because of "free will," human choice does make a
difference in the course of events. The future is plural
and therefore created and influenced to a great extent
by our beliefs and behavior.
c. Future-orientation--Interest , thought, and concern about
the future.
The three components of the Reactive perspective are:
a. Fixed--The notion that events are beyond human control
and are primarily the result of forces external to human
choice and action. Consequently, things will happen re-
gardless of what people do. Events tend to be fated,
destined, predetermined and inevitable.
b. Random—A notion that embodies a non-causal, incidental
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view of events. Luck and chance govern outcomes in a
"chaotic and unorderly universe" whose future is, for the
more part, uncertain. The future is beyond plural; it 1 b
infinitesimal and therefore anything can happen.
c * p
~
esent~or ientation—The lack of interest, thought and
concern about the future. The tendency to operate more
on the basis of the past, the present or else by pure
spontaneity
.
2. Read item number one of the Questionnaire. On the basis
of the definitions provided above, decide which orienta-
• tion toward the future (active or reactive) is best de-
scribed by (1) an "agree" (A) response, and (2) a "dis-
agree" (D) response to item number one. Write Out
,
be-
side the corresponding number of this form, the future
orientation which best fits the response. Follow this
procedure for each item.
Agree
1. A
2. A
3. A
4 . A
5. A
6. A
7. A
8 . A
9. A
10. A
11. A
A
Disagree
D
D
D
D
D
D
D
D
D
D
D
D12 .
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Agree Disagree
13. A D
14. A D
15. A D
16. A D
17. A D
i-*
00
• A D
19. A D
20. A D
21. A D
22. A D
23. A D
24. A D
25. A D
26. A D
27. A D
28 . A D
29 . A D
NOTE: For this item, "active" and "reactive" may
be used more than once.
a
.
b.
c
.
30 .
APPENDIX C
NOWICKI- STRICKLAND SCALE
A MEASURE OF INTERNAL-EXTERNAL LOCUS OF CONTROL
(Nowicki and Strickland, 1973)
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Nowlcki-Strickland Scale
For each of the following 40 items, answer "yes" or "no" by circling
the appropriate response.
1. Do you believe that most problems will solve themselves if
you just don't fool with them?
2. Do you believe that you can stop yourself from catching a cold?
3. Are some kids just born lucky?
4. Most of the time do you feel that getting good grades means a
great deal to you?
5. Are you often blamed for things that just aren't your fault?
6. Do you believe that if somebody studies hard enough he or she
can pass any subject?
7. Do you feel that most of the time it doesn't pay to try hard
because things never turn out right anyway?
8. Do you feel that if things start out well in the morning that
it's going to be a good day no matter what you do?
9. Do you feel that most of the time parents listen to what their
children have to say?
10. Do you believe that wishing can make good things happen?
11. When you get punished does it usually seem its for no good
reason at all?
12. Most of the time do you find it hard to change a friend's
(mind) opinion?
Yes No
Y N
Y N
Y N
Y N
Y N
Y N
Y N
Y N
Y N
Y N
Y N
Y N
13. Do you think that cheering more than luck helps a team to win?
14. Do you feel that it's nearly impossible to change your parent's
mind about anything?
15. Do you believe that your parents should allow you to make most
of your own decisions?
16. Do you feel that when you do something wrong there's very little
you can do to make it right?
17. Do you believe that most kids are just born good at sports?
18. Are most of the other kids your age stronger than you are?
19. Do you feel that one of the best ways to handle most problems
is Just not to think about them?
20. Do you feel that you have a lot of choice in deciding who your
friends are?
Y
Y
Y
Y
Y
Y
Y
Y
N
N
N
N
N
N
N
N
21.
If you find a four leaf clover do you believe that it might bring
you good luck?
N
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22. Do you often feel that whether you do your homework has much
to do with what kind of grades you get?
23. Do you feel that when a kid your age decides to hit you, there's
little you can do to stop him or her?
24. Have you ever had a good luck charm?
25. Do you believe that whether or not people like you depends on
how you act?
26. Will your parents usually help you if you ask them to?
27. Have you felt that when people were mean to you it was usually
for no reason at all?
28. Most of the time, do you feel that you can change what might
happen tomorrow by what you do today?
29. Do you believe that when bad things are going to happen they
just are going to happen no matter what you try to do to
stop them?
30. Do you think that kids can get their own way if they just keep
trying?
31. Most of the time do you find it useless to try to get your own
way at home?
32. Do you feel that when somebody your age wants to be your enemy
there's little you can do to change matters?
33. Do you feel that when good things happen they happen because of
hard work?
34. Do you feel that it's easy to get friends to do what you want
them to?
35. Do you usually feel that you have little to say about what you
get to eat at home?
36. Do you feel that when someone doesn't like you there's little
you can do about it?
37. Do you usually feel that it's almost useless to try in school
because most other children are just plain smarter than
you are?
38. Are you the kind of person who believes that planning ahead makes
things turn out better?
39. Most of the time, do you feel that you have little to say about
what your family decides to do?
40. Do you think it's better to be smart than to be lucky?
Yes
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
Y
No
N
N
N
N
N
N
N
N
N
N
N
N
N
N
N
N
N
N
Y N
APPENDIX D
A CURRICULUM EXERCISE
"A PARABLE ABOUT IDEALS"
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A PARABLE ABOUT IDEALS
by
JAKE PLANTE
This activity serves to help us explore how our
ideals and general orientation toward the future influence
who we are and what we do. It can be used with people of
all ages. However, with younger people, explanations or
changes of certain words in the story may be necessary.
This is a tale about how six animals of the world
went about to discover the Land of Harmony and Grace. Though
each of the animals chose a different course to follow, all
were commonly seeking a Good Land where life was blessed
with great fairness and love.
In preparing for their journeys to the Land of Har-
mony and Grace, the Rabbit, the Elk, the Owl, the Seafish,
the Cat and the Sparrow took great care, for all knew that
their travels would neither be safe nor sure. Many of the
others they had spoken with felt that a trip of this nature
was too dangerous to even try. "And besides," the animals
heard them say, "for all the many attempts to find this
Good Land, its exact whereabouts has remained a mystery to
this day." Some had even doubted its very existence!
So it was only after a long and difficult process of
soul-searching that each animal decided that the possibility
of finding the Land of Harmony and Grace was worth even
more
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than their own lives. And when the day finally did arrive
for each animal to go, it was with tears of worry, as well
as pride, that their friends waved them good-bye and they
set forth in their search for Good Fortune.
The Rabbit traveled a meadow path and made much
progress until his thoughts turned to nourishing his large
and stately appetite. As if a carrot on a stick had been
strung before his eyes, the Rabbit hopped to and fro to feed
upon nature's garden. Within a short time, his appetite was
well satisfied--so well in fact that he was too bloated and
drowsy to go any further.
The Elk went by way of deep forest trail. As if
passing through an underground tunnel
,
the Elk fixed her
eyes upon a small clearing in the distance. Unfortunately,
it was because of her straight and forward glance that she
failed to see a large pothole in the trail and fell, twist-
ing her ankle. It soon grew so sore that she did not know
if it would be possible to continue.
Meanwhile, the Owl, whose wisdom is legendary, pro-
ceeded by flight from tree limb to tree limb. The route he
followed was based upon his recollections of a trip he had
made through these woods once before. As if looking through
a rear view mirror , the Owl let prior experience be his
guide. It was therefore very disturbing when, to his sur-
prise, he was unable to locate a tall oak tree, an impor-
tant landmark in his current endeavor. Whether gone from
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old age or cutting, the Owl did not know. But it was now
going to be difficult for him to regain his sense of direc-
tion.
The Seafish embarked by way of the ocean waters.
Although he preferred to spend his time swimming well be-
neath the water's surface, he would at times, rise to the
surface and jump out of the water into the open sky. As
if a periscope was being raised up by a submerged vessel,
the Seafish would use these jumps to site his progress.
However, because his ascents to the surface were so few
and so short-lived, he eventually lost track of the way
and wandered far off course.
f In contrast to the others, the Cat traveled only
at night . Moving at road's edge, she let her feline intui-
tion be her guide. Relying on this special knowledge of
what lay ahead, the Cat was able to cover a great many
miles. But as fate would have it, she sensed the possibil-
ity of danger up ahead and decided to turn back, leaving
the status of her trip in doubt.
Of the six animals who sought to find the Land of
Harmony and Grace, the Sparrow had the greatest success.
She flew high above the ground where the sky was brilliant
and clear. As if atop a mountain peak , she could see both
far and wide. And with this open view she was able to fly
a true course over land or sea. Like the others, her jour
difficult, but she did not give up and thankfullyney was
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so, for an amazing thing happened.
While the Sparrow was airborne, a strong wind
suddenly developed and broke upon her. Rather than struggle
against it and risk her strength, she decided to let it
carry her for awhile. it was then that the Sparrow came
into view of a large island in the sea. As she flew nearer,
she felt her heart quicken and she realized that this was
it, the Land of Harmony and Grace. "There it is!" she ex-
claimed. "Oh what a magnificent sight to behold!" But be-
fore she could catch her breath and prepare to make a land-
ing the wind rose again and swept her into some high puffy
clouds.
When she found her way clear, the Land was nowhere
to be seen. So she flew and flew and flew to find it once
more. Where had it gone she asked herself?
She searched and searched for this Good Land until
she became weary and could search no more. And although she
was sad that she could not stay, her heart glowed with the
wonderful knowledge that she had seen it, the Land of Har-
mony and Grace. And she felt good that she could return
and show the other animals that it did exist, and it indeed,
was more beautiful than anyone had imagined.
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Follow-Up Questions
1* How would you define the visions or orientations toward
the future described in this story? (underlined words)
2. In terms of what the events of their trips symbolized,
why were not some of the animals perhaps more suc-
cessful ?
3. Did the animals fail?
4. Would you say that the animals were more active or more
reactive oriented?
5. What is an ideal?
6. If ideals cannot be realized or "found" but only en-
visioned or "seen," is it essential that people have
ideals?
7. Of the ideals you may hold, what are the three most
important to you?
8. What is the difference between an ideal and a goal?
9. What are some of the obstacles which prevent you from
reaching your ideals?
APPENDIX E
A STATEMENT ON THE NEED FOR FUTURE STUDIES IN EDUCATION
sent to Rep. George Miller, U.S. Congress,
Member of the Elementary, Secondary
and Vocational Education Subcommittee,
as information for Rep. Miller's
Special Foresight Hearings on Elementary Education
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Society and the Future
On the basis of information provided by the Office
of Technology Assessment's "Draft Report on Emerging Issues
in Education," it can be presumed that many significant
changes will occur in our society over the next twenty-five
years. It is because the elements of society have grown,
and will continue to grow, more complex and interdependent
that the need for long-range planning and forecasting is
greater today than in the past. Consequently, we expect
that as the forces of change expand in the years ahead, so
too will the need to anticipate problems and opportunities
well in advance of their arrival.
latter years of the twentieth century may depend in large
part upon our ability to democratize the planning and fore-
casting process as well as the decision-making process it-
self. In our judgment, the "State 2000," citizen involve-
ment projects in this country are indicative of larger ef-
forts to come in this area. (Similarly, this development
is reflected in the current effort of the Office of Tech-
nology Assessment to field the service of other individuals
It is also clear that the success of society in the
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and organizations in the preparation of its Congressional
Study
. )
Rapid changes combined with our democracy's need
enlightened citizenry will make it increasingly im-
portant that many people possess an ability to investigate
the possibilities of the future in a rational and systematic
manner. It is because relatively few, the so-called
"futurists," possess these important skills today that
pujplic education will soon be led to take an active role
in this area.
Education and the Future
It has become increasingly apparent that if the
relevancy of public education is to be restored, schools
must become more future-oriented . On the basis of the
growth which many future-oriented educational programs have
experienced over the past decade, it is likely that by the
Year 2000 "the future" will have become a vital part of the
educational experience.
What will it mean that education is future-oriented?
Along with major changes of attitude, this transformation
will consist of several structural changes including:
1. The development of specific instruction on
"the future" that is designed to enrich a
child's foresight abilities as well as pro-
vide useful information on emerging issues.
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2. The integration of "the future" into tradi-
tional subject areas. In this way the im-
pact that developments in one area may have
on others can be determined.
3. The development of new learning environments
which allow children the opportunity to ex-
plore, in a fully integrated way, possibili-
ties for the future.
. Consistent with these developments, it is possible
that the educational community in this country may soon adopt
a "foresight provision" for its purposes similar to the one
adopted by the U.S. House of Representatives for its work.
(93rd, H.R. 988, Rule X, Sec. 2(B)(1) states that each stand-
ing committee other than Budget and Appropriations "shall
on a continuing basis undertake futures research and fore-
casting on matters within the jurisdiction of that commit-
tee.") It may read: "Each public school system shall con-
tinually seek to increase every child's understanding of the
future and sensitivity to factors thereof."
The Study of the Future in Education
It is our judgment that the growth of learning pro-
jects devoted to the study of the future is a major trend in
education today. Consequently, the study of the future in
education, often referred to as " future studies ," is likely
to become an essential component of many educational programs
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in the years ahead. Consistent with this trend, we expect
that future studies education will continue to expand at
both the elementary and secondary school levels. This growth
is likely to embody developments such as:
1. Increased curriculum development in areas
of forecasting, planning and the psychology
of the future as well as issues of tech-
nology, environment, health, economics, etc.
.
presented within a futures context.
2. Increased teacher training programs in future
studies for both pre-service and in-service
teachers
.
3. More classes and class discussion devoted to
emerging issues.
4. A greater number of school exhibits, work-
shops and conferences on various future-
related topics.
5. Greater diversity of structured learning
environments (e.g., community service, field
work and independent study) that will promote
the individual's role in shaping the future.
In our work at the University of Massachusetts we
have found that education conducted within a futures context
can be a highly effective means of promoting learning about
virtually all subjects. In addition, future studies educa-
tion can greatly help to expand a child's leadership abilities
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and feeling that, through one's actions, the quality of life
can be improved. In our changing times, it is evident that
the need which our children have to anticipate events and
to plan accordingly will continue to increase. It is because
of this that we expect our nation's leading educators in the
schools and in the government to make a serious and lasting
commitment to future-oriented education in the years ahead.
.
Jake Plante


